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' The simultaneous publication of a new course of curriculum materials

in the Research Program schools, 2) the advantage of this sxtuation was the

‘ reported was planne

. T ' ) : T .
2a ‘ ANTHROPOLOGY CURRICULUM STUDY PROJECT-RE%EARC& REPORT

» '

L

. A B i )
and of a research.g%port on the use of that course is an'unusual qﬁcurrencew

L g

?nly the complexities of publication ¢ontract negotiation snd of publication

v

itself could have produced the coincidence that Patterns in Human History,

e

the Anthropology Curriculum Study Project course, and the report of the-

Anthropology Curriculum Stu Project -Research Program woulu be published

N
in the same’ year At least two consequences followed fram this fact:

- '

l) the~ACSP-RP staff had to~ cope with a pre-publication version of atterns,

which had not had a final editdng and which had to be uplicated for use

»

#

oppertunity to use the experience of the ACSPQBP classes for making a number

of changes in portions ‘of the course that had not been previously tested.

The setting of the Research Program within the total work of ACSP is

described in the ACSP Report (see Boggs, pp Sl ff) _The research herein

. and carrled out by the ACSP RP staff: Dr. T. W.-

S 4
Parsons, Senior Reseaych Consultart; Dr. Morton S. Tenemberg, Senior

Associate; C. Qill Ekhoff, Senior Assistanty Burma Haiblum, Junior Assis-

D)

.thnt; Margaret Schmidt, Secretary.

1

Malcolm Collier, Dir:ctor ACSP
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“ "Chapter ‘1

Planp to add a research program to projeet ciurriculum development work
were part.ofhthe ACSP&proposal submitted to NSF 15.1968..,The research pro-
gram, conceived by Fred Gearing, was'intqnded to implement the "high fidelity,
wide amplificationJ use of ACSP curriqdlum materials, hotably of the one; ‘
‘semestér course, Patterns in Human Hi;tggx.-‘These efforts were conceived

as action-research which wouid "bring together personnel having special

~ research and other campetencies to initiate . . . a set of research and

other tasks" t0 examine the behavioral effects on students, teachers, and

schools of the use of Patterns, and to produce adaptations of the course which

~

. ~ ¢ , ¢
would make_itfmore usefu;;within local variations id cultural diversity aLd

in- student and teacher characteristics, -
’ e

The expectation was that tﬁis research program would be carried out in
the eighteen monthg from January 1, }969 to June 30, 1970, Several events,
at s;veygl different points in that period of time, lead to & modification
‘*vof/ihe‘plan a3 originally conteived. The first of these was & spending ceiling

\
which necessitated an across-the-board modification. Another whs the fact

~_ that plans to "reproduce local adaptations were dropped in July, 1969 be-—

|

cause of Gearing's resignation as ACSP Co-Director. Finally,
and within the period of the research itself, local school disrupﬁions
(described in Chapter 9) lead to further curtailment notably, and regret-

ably, in research into the effects of different teaching styles on the un-

fol&ing of the coﬁrse.

A further source; of distraction should be noted. Because of delays

in the signing of the publication contract for Patterns, course materials

were available to the regearch program staff only in mimeographed form,

.
) 1
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and unassemﬁled. As a result the. staff spent days fac111tating the repro-

¢

duction and distribution of the materials. The materials had yet to be

given a "final" editing, a fact which did not make much difference with

the student materials but did make a difference with the teaching plan
which was much mone difficult to follow in its mimeographed form than in
the\form finally uaEd in the printed edition. It should also be recorded
that‘information from the ACSP -Research Program staff helped significantly
to reshape some of the IeSSQns\notably in Parts I and III.

Following on plans worked out during.the spring and summer of 1969,

Patterns in Human History was taught by sixteen credentialed teachers to ap-

proximately 1,200 tenth-grade pupils in eight senior’high schools. Two of
‘these schools are in Sunnydale,* California; the remaining six are located

\\in Castlemont, California.. The students involved exhibited an enormous

range in initial capabilities and, as a group, were quite typical of pupil
'

populations found in many large urban c!Lters in America. Thus Pattgrn
‘was not used by selecg" groups of students, but rather with pupils rep-

‘ L

resenting a broad range of prior experience, ethnic backgrounds, and pre-
/
i viously acquired skills and knowledge. /

The sections which follow (1) Ethnographic Studies: "The Ethndgraphy
of an Ethnically Mined School," and (2) Cognitive Studies: "The Cognitive
Inbact of the Couri; Upon Pupils,"” summarjze the two major portions of
ACSP-RP completed during the 1969-70 school year. Ethnographic Studies -
summarizes the research‘conducted at one project school during the whole

1969-70 school year and is one of the few studies of the .social organization

of a public sciool carried out by,a Srained ethnographer. This ethnographic

’ t
, *¥Place names, school names, and names of school personnel, are
fictitious.
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study provides contextual data within which ¥ interpret the cognitive sthd-
ies. in ac¢dition, it proﬁidesiimportant data on school orgénization, rolé
dynamics; and social perception. The second section is a summary of re-
search on pupils' cognitive learning during their study of Patteérns in
Spring, 1970 Data from both the cognitive and ;thnographic st’udies pro=-

vide significant insights into the impact of' Patterns in Human History e«

= «

‘upon teachers and pupils.
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FIELD SITES o

r_populations of 1arge urban centers elsewhere in thg United States. As in . v

. Chapter 2

L

’ , : v
RESEARCH POPULATION - Y

Two northern California urban school districts, Sunnydale .and Castle-
-~ ol
mont, were selecte! for the ACSP-RP in the use of Patterns in Human Historz..

Both school systems gerve areas exhibiting wide variation in ethnic back-

ground and economic stability, insuring from the start that PattezﬁB\\ '

-

could be used in a\variety of social scttings during the research period.
Furthermore, connections with each of these districts existed through

previous associations’ of members of the ACSP-RP staff. /

,/

The Castlemont UAified School Distnict was especially suited to the .

needs of the research staff The school system draws from a large urban

ly and economically similar to the

pPopulation which is both demogr \\

many other "inner city" urban centers, the majorityof pupils—enrolled4n — — |

£ .
the Castlemont schools are classified as members of ethnic "minority"

groups. In Castlemont, as elsewhere, the events of recent years have led
. $ v 1

to increasing participation oﬁ\garents and parent pressure groups in the

control and difection of the activities and programs cf the school diatrict.

As a consequence, curriculum innovations such ag Patterns must meet the
learning needs of the pupils and also work within the ideological needs

of all who participate in the school community

5D




ETHNIC ENROLLMENT IN CASTI.MNT SERIOR RIGH SCHOO
o' '~ October 1970 -
k4

Table 2.1

Lo 1 “Total |
S * Ethnic enrollment in six senior-high schools ethnic
. . T : ' - enrollment
* Ethnic identi- ] ?1 : C2 5 '
fication of ,
pupils No. % Vg 1 % No.
Spanish - | _—
surname - 1 . 5.8 17.6, 10.9 1‘£1h.3
Other White 60| 2.5 | 299 21.9{1' 30.0 11.2
Negro. 2,213] 91.2 751 55.1 38.8 62.6
" Oriental . 8] 0.3 6| Lu.L 18.5. 9.6
Indian - - “T( 0.5 0.1 0.6
Othér non- 0 | .
White 4l 0.2 T| 0.5 1.7 1.7
~ Total 2,426(100.0 1,3}61& 100.0 102.0 100.0
[}
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'he socio-economic and political character of the'CastIemont scheol

. population provided one s¢t of reasons for selecting Castlemont as a re- - .t

(S 4

search site. *This-selection was also influenced by the fact that the ,
Castle ont Unified School District is suﬁiiciently large to have developed . o

" the elaborated bureaué&atic organizationa strgctuxe characteristic of ureer ' )

school systems but small enough to permit ‘the ACSP-RP staff to carry out ot
the research project without being immobilized by bufeaucratic 'red tape

Since edpcators ip urbén ,School systems are frequentlm\Peard to say that

'bureaucratic/red tape" is a major factor influsncing the flow of declsions,
l )

personnel and material hecessary to successfully implement new programs,
" the research staff concluded that Patterns should be field-tested in & | é} ﬁ
large as well as middle sized school organization. o .
The gross size of‘the Castlemont school organizatibn is suggested'by R / .
. the following data: the’CastleToQt Unified School Digtrict enrolls approxi-'.{
. mately 64, OOO students in. grades K-12, quartercd/in ninety-two schools. "
Thd‘Dnstrict maintains sixty-seven K-6 elementary schools, fifteen 7-9

. . Junjor high schools, eight 10-12 senior high schools, two opportunity- t
“\

continuation high schools, one development center foruhandicappedwminors, e

and.sixteen child care centers. Includgd 1in the totals are special schpols

for the physically handicapped, the trainable‘mentally retarded and the'

deaf and hard-of-hearing.

k-2
-
-




T ble 2. 2

]
/

PUPIL ENROLLMENT IN CASTLEMONT PUBLIC sCHOOLs
October 1970

Ethnic ‘.u”r' , 92 achools v
+ identification :
of pupils : o 1 No. pupils ' 3
Spanish surname 5,201 - 8.k
Other White 115,136 , | 26.2
Negro | 36,214 58.8
Oriental | 3,139 | 1
Indian . 3hk 0.6
Other non-White | 552 ‘0.9
Total enrollment 61,586 100.0

s
[ 3R]
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The Sunnydalc Unifivd Scnool District provided the AUSP-RP sboal'tt wilh

\\an opportunity to implement Patterns in a medium-sized school dialricl
T

\which while exhibiting many of ‘the characteristics of large urban school
systems, also has many features characteristic of small suburban districts.'
Like most public school systems, the formal organizational -strugture of the
district resembles that of any other bureaucracy'with.a highly elaborated,
hierarchical role atructure. At the district administration level, the
assistant superintendent of secondary instruction and his staff are directly
responsible for the operation ‘of the high schools and they. in turn work
directly with the principals and their assistants in each of the three high

<

schools within the'district Despite this well defined, carefully articu-

/

- lated role structure, the Sunnydale Unified School District is small enough
'so that considé;able direct communication is prssible befween members bf
the district administrative stafI and persons at lower levels in both ‘the
certi%icated and classified staff structures at each of. the local high
schools. Although teachers and other staff members at ‘the local school
generally canmunicate upward through the established chain of command, - they
frequently take advantage of the opportunity to initiate direct contact with
administrators at the top of the structure to discuS° school- related matters.
This situation was particularly advantageous to the ACSP RP in that it al-
lowed the staff to work in.the schools on s daily basis with teachers, ad-
ministrators, and pupils while at the same time\permitting direct access
to top level school administrative personnel nhenever therenwas a need to

discuss and/or resolve problems related to research”activities. |

_ / ,

/
/




pupils.

schgol S

The"” Sunnydale school system includes thirty elementary schools, six

T

1

Junior high schools, and three senior high schools.

are much like those of BChodlS’in

to that in many small cities and suburbs.

R

Table 2. 3

W

These schools are

staffed by 1,631 certificated personnel who serve approximately 30,000
The ethnic and socio-economic characteristics of the Sunnydale

pupil population closely parallel . those of many cities of simila.r -gsize,

reveals that the demogrsphic characteristics of the .pupil population in

ENROuLMENT FIGURES FOR SUNNYDALE UNIFIED SCHOOL DISTRICT

L3

\ 1970

.

(43

+

to those of school systems much larger in size., Inspection of Tahle 2.3

Enrollment senior high schoolsr

_ Totals for all 39
schools in city

* Ethnic s, S,
enrollment ‘ — ,
of pupils No. ] No. | ] No. | %
Spantsh S8 354 | 190 6.7 7,157 |- 22.18
Other White 169 | 10 2 | 2,367 | 8u.4 17,933 | 55.57
Negro | 575 35.0 | - 47| 1.7 4,66k | 1b.ks
. Oriental 165 | 10.0 | ~161| 5.7 1,201 | 3.72°
" Indian 5| .3 91 .3 109 .3k
Other non-White| 153| 9.3 | 34| 1.2 1,208 | 3.7% -
Total pupils 1,645 | 100.0 .|. 2,817 |100.0 132,272 | 100,00

1, Sl = research school number 1.

*82 = research school number 2.

The pupil population of the senior high schools is demographically similar

v

large urban centers. The pupil population in school Sg, however, is similar
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Patterns in Human History was used in two of the three Sunnydale scrfior

high schools. Of the two schools, S1 was studied most. intensively. ALl or

the pupils in Sl who enrolled in.Patterns were given the full battery of .

cagnitive and personality tests. Moat also completed the soc?umetric in-
strqunjs used to study socio—econOmic perceptions. In addition, S, was

the school where the major ethnographic studies were conducted. Sl was

selected for intensive study because the ethnically mixed pupil ‘pepulation

provided data which would speak to a broader range than would comparable

- \

data from the more homogeneous pupil population of,Sa. ' . .

. The intermediate size of the Sunnydale.scﬁool‘system made it a'par-q'

ticularly appropriate'site for intensive study. The school Population

R P

‘v was large enough and diverse enough to permit testing Patterns under condi-
tfons~similar to both larger and smaller systems. The bureaucratic organi-

zation of the district‘was large enough to allow for both field testing'oft . | -
B R ' . . . o - 4 R .
the course ‘and ethnographic research to produce’ data capable of interpretive

generalization to elaborated bureaucratic school systems.? Still, the Sunnv-.
aale organization was small enough to permit access by research staff to \

\ "+ senior officiuls, either for purposes of research interview or for p posel

|

1

of advice and assistance. Although no serious problems ever did arise

during the course of the implementation résear:h, the unusual nature and
camprehensiveness of the research procedures might. possibly have activated

unsuspected political; ideological, or”personal forces whieh could have

— ‘ ‘ ‘ i

\

1Part Two, Chapter 5 and 6, provide the rcader with a comprehensive " )
review of the Sunnydale field site.}
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A

} causcd problems for both researchers and school‘pe{sonnel. As a matter.
of prydence the research staff endeavored ‘to cultivate relationships
' .with school and community leaders wﬁb.could'facilitate:both data gathering

That no problems ever did develop may well be due

' " and problem solving.

! to these relationships as well as to role managenent activities in the
.' ' :
|

o

/ schools themselves. 0 , , )
' - '~ - . , .

f \ SELECTION OF RESEARCH POPULATION " , !

’ . T

| The . six Castlemont high schools and two Sunnydale high schools

/ - 1n(lude‘th\with a predominantly "white" middle- and upper-class student A _
! body, four exhibiting economically and ethnically "balanced" student ’
' ‘ o
J populations, and two with predominantly "blé"k" student composition Y
‘ N h«. (see Table 2 h) . " . o S O
P . . Tableeh - A 4 . :
[ St e ' . : ,
B , e ETHNIC COMPOSITION OF IMPLEMENTATION SCHOOLS Lo
/ . : _ IN SUNNYDALE(S) AND CASTLEMONT(C) _ : X
l’l . . v i - ! '" i _ —— - ”
‘ 'Ethnic'composition ‘Sunnydole schools’ Castlemont_gchools : Total
R Sy Sp & C2 C3 G G5 ,
- PN o ' . y ) 1 . ,
Ethnically mixed" X, X C X X L
. -y d . ) ;
Predominantly’ " "white" X X2
Predominantly’ " "black" X X -3
, \ , y

*No ethnic group comprising more than L9% of the student population,
at least three ethnic groups ccmprisigg a minimum each-of JO% of the

total utudent population
One ethnic group canprising at least 80% of the.student body.
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ESTABLISHING PROJECT AND CONTROL "FOOLS" - '
. ) ’ , o {
Collectively, the students at the eight schools constituted a repre- i \

semtative aggregate exhibiting a considerable range injsocial, economic, & '\

n

" achievement, and personality characteristics féund in urban settings of

- . ' A .

west. coast USA. _Ideally, the camposition of a project group and a control

group.should have been determined by same stratified random selection = . '
process in which the chances of every tenth-grader at these eight schools

being included in the projéct were equal to his1chances of being designated ' 'E'
as a control‘subject.- Any plan e‘ti remotely approaching thiq ideal was | .

completely ugfeasible as it would have necessitated each school making ] .

- g
B ¢ ¥
considera le alterations in its normal scheduling procedures, something ,fw , B
/ C .
none could bE. expected to do in view of many-complicated’ ramifications for ‘o e

1
b}

schedulinQ<:ther courses. Furthennore, both school districts were publicly o

: committed ty a policy of offering elective courses at all grade levels, , '; . .

tHeir'participation in ACSP-RP activities was predicated on the assumption !

that Patterns ‘would be used as an alternative to a regular half-year world ot

I3
L
’

history .course (Spnnydale) or as pne of several electives for the other

’

half of~the tenth-grade~year (Castlemont) Since tenth-grade students at

1

~F

, seven of the elght progect schools chose the ACSP course fram mﬁbng other
g Ry
alternatives, the possibllify of randbm a881gnment was further preempted

iy ‘

A}

. ’ Intricacies related to the selection of proJect and control students
"~ also ~applied to the selection of projectvand control teachers. Further
compllcations were 1ntroduced by ‘the fact that the social studies department“

at. cach school had its own prev1ously established procedures for determinlng

~

J




1S

which teacherq would tedch which courses.

teachers consisted of essentially two phases;

L

The plan h\dopt®@for identifying project and control students and

(a)

. . ) ) ’
First usiug; in the main, the customary practices of each

school:regarding the installation'Of ne& courses ig the

curriculum The practises were not unifonm At one school, N

for inst ce, the members of the social studies department jointly

determined the number of class sections and students that would

take Patterns and the course was-taught by the teachers who had

initially e idencedﬂa voluntgr&_interestiin»teachingwtheveeurSA
T

At several other schools, in contrast the number of project sections

was - determined by the number of students'choosing to take tﬁb\

course. from among other alternatives .and the ccmposition of pr\&ect

groups was determined by arbitrary division of these students into"

class sections, the teaching of the course was then assigned by

L the department chairman to a.member or members ‘of the social studies

LY

.staff who then had the option of declining--an option not. exercised . r

‘ by any teacher. This first phase of the plan resulted in the

identification of approximately 1, lOO proJect students in- thirty- 3 . A

six class sections taught y sixteen project teachersug Each-

~student was considezed as a primary data-producing unit, in contrast

A
3

to using class sections aé the p'imary data-producing units. The

[

o N . .

N . ~ N
-y

/

2Two

additional class sections, taught by student teachers,'were not

included in the conducted research.

|

AN

$
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<

1,100 students constituted a "pool" of proJeot students which

could be considered as a total group or sampled in random or

»

stratified fashion for various sub-studiés of the whole ACSP

investigation®
L A < ) ‘
(b) . The second: phase:of the plan consisted of the identification of
a "pool" of non-project students which could, also be considered

as E total group or sampled for various sub-gtudies. OCn the basis

¢ ; of limited information available immediately prior to the begin-‘

e e et e = ———

‘\l

ning of the Spring l970 semester,.q control "pool" of approximately
1,100 students in thirty-tvo non-ACSP-RP classes taught by twenty-

tw0'£eachers was selected. ‘The attempt was made to construct a

bR

° ’ .
- group with parameters as similar as possible to thQse of the.

proJect pool". For instances the prOportion,of contrdlclasses :

?

from schools with- ethnica.l,ly nukxed predo'nina.ntly "white", and
”predominantly "black" student population approximated the propor-
tions'exhibited by proJect classes; in schools where student

"trackink"-occur . control classes were chosen from the same

hal L]

"tracks" as tnéuACSP classes. In most cases, control groups were

selected in~essentially random fashion from among those meeting

-y

'the various criteria. 1In addition _to the ones having to do with
4 ’ ’ {

\ " ethnic composition and "tracking these criteria included a

\ [ professed willi ness by the teacher to admlnister the necessary

.;\ ' tests and the tipulation that no control teacher be teaching

A «
\ Patterns to any {;his classes.




school district.

«

SUMMARY OF INFORMATION REGARDING PROJECT AND CONTROL "POOLS" BY SCHOOLS

fand value orientations.

1

Vest coast_urban school populatidhé.

\

‘Table 2,5 .-

Table 2 5 summarizes the numbers of teachers, class sections, and
students for the project and control "pools" by school, Table 2.6 by
Data from the various sub-studies of the researcp plhn

- indicates that the procedures followed’in selection phases (4) and (b)»
resulted in both "pools" ;f studenfs’exhibiting & broad spectrum of ethnic
v and socio-economic variables, previous background experiences; readingf
abllity, initial course-related capsbilities, personality configurations,

In this sense, they.were ‘both representative of

s
v

Dl

-1 No. ‘teachers.

No. class sections.’

Approx. no.pstudeﬂtg

[
L

Sehool Pr?Jth Control, | -Project Control ”quject ant}ol;\

5, 2 2 o b 120 | 1&01

S, o 3 1 5" a0 | ars,

0, 1 2 3, 2 ko 1 70,
| 0, . > 126 .| 140




SUMMARY OF INFORMATIO

Table 2.6
v -

S

N REGARDING PROJECT AND CONTROL “POOLS"
BY SCHOOL DISTRICTS

16

No. teachers No. clasé sections Approx. no, students f
Project | Control | Project |.Control*“ Project | Control ;’
Sunnydale 6 5. 11 9 330 315
Castlemont 10 17 25 23 195 805
- Total 16 22 36 32 1,125 1,115 -
- N { . y .
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ghapter 3

\ | INTRODUCTION o I R

S _ 0 .
- o . '
? . , , T .
. ~ The principal purposes of: the ethnographic. studies were 1) to pro-
. ‘ y . ,
vide the dats on the structure and_dynamics of the school that are needed
‘*
/' - . to formulate effective curriculum implonentation strategies and 2) to
s ol

"identify additional variables which significantly affect pupil attain-

\ ment of the objeetives expressed or implied in Patterns in Human Historx.

7 . o

The" manner in which teachers organize their own instructional be-

‘1 »

T (haviors and relate to pupils,in the classroom is largely determined by

‘\\\\ their perceptions of the general characteristics, needs, and interests

of pupils, and their perceptions of. thevtEaching learning roles. By the *

;gl/fJ,/%ame token, the nature of” student responses to the classroom learning

. experiences structured for them by the teacher depend upon pupil per-
ceptions of their needs and interests, the relevance of the instruction
offered.and their perceptions of appropriate teacher-pupil role behavior.
Thus, the degree to which teachers and pupils accept and support cur-

ricula and/or role innovations in the 87hool is largely a function of

the measure of congruence between theif own psycho-cultufal orientations "

and the nature of the ohanges desired/and expected by the innovative agents .

v
/ . 1

. and materlals o/ -
/ R . ,

; / '
© * In recognition of these factors, a major objective of the ethno- .
- ‘ ’ ;\ ‘ " , .
graphic research was .to map the general psycho-cultural orientations
-of both project and non-project teachers, trace the effects of these

orlentatlons upon pupils, and relate these orientations to elements

i
18
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of the school as a social system. Within this context, special emphasis

Y

was placed upon discerning patterns of teacher beliefs and’ values, par-

L)

ticalarly as they relate to the nature and general characteristics of '

) pupils in the school, the teaching-learning roles, and the curriculum ,

, four months prior to the spring, 1970 teaching of Patterns, the ACSP-RP \ *

structure, Additional observation and interview data were then analyzed

to determine the implic“+ion of theie orientations for structural transac-,

tion both in and outslde of the classroom. The-research staff antici-

A}

pated that a thorough analysis of these ethnographic data would reveal

the extent to which teaeherfperceptions of the téaching learning roles

g

are compatible with tﬁose expressed or implied in Patterns and that -

Al

these findings\would have implications ofigritical importance forq’uéure .

’

.1mp1ementation. R L " S A

- 1(. . \

A At this Juncture, it shoulad be;noted that as late as October, only

1

staff intended to place special emphasis upon gathering data on the in-

..(_. v
struction styles of project teachers. According to these original plans, °

this data was to allow an assessment of the appropriateness of specific
. ( L. i r )

.teaching styles»tq\the learning objectiges of the course and of the im-

» ‘ ‘ ‘ v

pact of teacher exposure to the course upon their-own classroom'te ching

behaviors. Although a longitudinal study is the only,appropriate means

i

of rassessing ‘the long -range 1mpact of the Patterns rcourse upon the in-

" v

structional behaviors of teachers,-the research st f anticipated that

sufficient data would'be/?offhzohing to permit some specalation as to

the degree to which the course affects teacher perceptions of the

- . ' 1 " .

Leaching-learning roles and the nature and extent of the role re-tran-
J

saction between teachers and thesx _pupils that could be expected to

'

result as a consequence of these altered teacher perceptions. Unfor-

[}

tunately, even this‘modést objective had to be set“aside. Because

v, . . Oy
‘ . 4




were participating in ACSP-RP, at which point, and for reasons set down

i produce data that can be of- use in devising implementation strategies

| in ways cons1stent with the aims of Patterns. Consistent with this

networks as well as learning as much as pos51ble about the formal and

- well as those stability-maintaining mechanisdms that were operating to

. | ‘ ; . 20
of uncertainties created by the disruptions in the school. in the spring (sce
Chapter 9), the school had closed abruptly. As is usual, no arrange-
ments could be made during the summer whén schools really are closed

It was not until the opening of school in the fall that the ACSP-RP '

'staff learned that only two teachers at the ethnographic research site

in Chapter 9, no further expansion of tehcher participation was possible.

s

The second major Objective of the ethnogrgphig _research was .159 ._v—»-h—--»t~--—'

that w1ll facilitate teacher and IS l acceptqnce of Patterns in large
numbers of school systems and insure use of course material by teachers
b
purpose, the research staff obbained data on the structure and dynamics
of the school as-a SOClal system with special attention given to or- "’
gaﬁizational responses to the ACSP RP as an agency of intervention.
Wlthin the context of- this second objective, -the adoption and im-
plementation procedures at all levels in the school structure were
meticulously monitored throughout the school year. A special effort
was directed towards the mapping of role systems and communication
informal procedures normally employed by school personnel to adopt and
1mplement new curricula. The data yielded by this research were then

analyzed so as to 1dentify those forces supporting the 1nnovation as

hamper effective implementation. Although research efforts were

specifically directed towards obtaining sufficient socio-cultural

te

€y -
<0
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data on the school that would eventuate in'the‘prEcipitation of signiri-
cant conclusions about organizational responses to Patterns in particu-
lar, mlny of the findings have profound implications:for curriculum
innovation in general - It is expected that the summary of these find-
irgs which .appear in this report will be of considerable utility to .
those wishing to introduce Patterns into other sc”ool systems, )

In light of these general research purposcs, a number of 3pecific

orienting questions were formulated prior to the investigation &8s back-
ground for planning the research. Each of these guiding questions focuses:
upon & range of phenomena that are most relevant to . the two principal
purposes of the ethnographic research, and although there are undoubtedly
& number of other interesting questions that could be added to the list,
the staff Judged the following to be of greatest significance.

(l) -What are the patterned teacher and pupil perceptions of the
differential nature of school groups?

(2) What are the patterned teacher and pupil perceptions of both‘

- the teaching and learning roles?

, (3) What are the implications of these particular psycho-cultural
orientations among both pupils and teschers for structural
transaction toth in and outside of the classroom?

(4) What is the relation between teacher perceptions, part.iculerly
among members of the social studies department, of both the
teaching and learning roles and the curriculum structure?

(5) What are the implications of these orientations for ACSP
course implementation?

(6) What are the critical factors thet can be expected to facili-

tate or impede the successful implementation of Patierns?

v
-
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(7) What are the implications of the ethnographic data for curricu-
. lum innovations in gener#l? |
As all ethnographic data is céntextual, the findings which bear upon
each of the preceding questions cen be expected to provide additional
insights into other quescions that one might be ipclined to ask but
which could not be explored fully by members of the ethnographic re~

search team
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" ACSP-RP staff required the formulation of a meta-level jheoretical .

I S SEPL 1971

Chapter h

* DESIGN OF THE mmocnmxc RESEABCH . o

n * o

THEORETICAL PERCEPTIVES ) L \ -

A

. o

- The broad range of social phenamena of particular interest to the

framework that could Provide an ofientation for viewing the school as
v * ' : +

a functioning system and facilitate the integration of these social

phencmena into an understandable ccmplex. The :l.nt'égrative theory out-

lined in this section ‘was employed to guide the ethnographic research

'and to explain the dynamics and nature of -the school as a system of .be-

- -

havior and how those systems of behavior relate to other systems within
the spciety}of which the school is a part. Cogsistent\wsth the nature
Bf the questions to be researched, this framework attempts to fully
explicate pﬂe relation between persgnalityAstructure, or the psycho-
logicel orientations of individua} mémbers‘in the socisty, a?d social
structure,'br'she oﬁsq;vabléipatterns of group behavior. *
Althdugs thé}conceptual frsmesork outlined in.‘this chapter draws
heavily upon the theoretical sontributions of the transactional psygpol—
ogisps,'the inclusive concepts and'érinéiples thag guided the research
and the interpretation of the field data are derived'ff@m,a synthesis
of a number of exisfent theories. Ons of the more cr}tipal concepis

23 “
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is ' cognitive'map,' or to use Anthony Wallace‘s term, mazeway *1 At
any given stage of the human life cycle, each individual possesses his
own. "cognitive map“ gr that "...unique mental image or a, complex 8ys-
tem ‘of -objects, dynamically interrelatedswhich includes the body in
which the brain is hOused.:.-Its content consists of an extremely large
ﬁ number of assemblages, or cognitive residues of perception. It'is..la
true and more or less complete representation of the operating charac- |
teristics of a real'world." The range of phenomena represented in each
human rmazeway,'.accordingdto Wallace,-is as follows: )
(a) ‘Valdes or the'images of situations associated.vith pleasant
or unpleasant feeling-tone. Wallace s typology of values in-
cludes positive organic values (images of situations in which
the primary and secondary values of others are satisfied) and
negatiye values (associated with pein, discomfort? anxiety).
‘(b) Objects or the imagés, with associatfons, of animate and in-

‘animate objects. This includes those images of the charac-

. = '
teristics of self and others acquired as the individual trans

v

acts with others in his socio-cultural milieu.

(c) 'Techniques or images of ways of manipulating objects in order
’ \

2

to‘ekperience desired end-states or values.

In the model constructed by Wallace to explicate the relation be-

+

tween the individual and culture, the concept of "mazeway" is one of the

most critical elements. 'The two dimensional model depicted in Figure b.1

l. Wallace, Anthony F.C. Culture and Personality. New York: Random
House, 1962. ppl5-1T: \




N

: reflects his concep'tualizgtio,nd of these relations.

~ . . Figure 4,1

r THE INDIVIDUAL AND CULTURE

e

‘ Least abstract - R Most'abstract
g ol Mazeway . o : Per,sona.lity
:g 8 ’ i ) ) 2]
g | - L I
e J ~ J Model
. A TS persondity |
oy 4 Culture = National \ﬂtr':l'éturL
é . character ~~
z-\ ¢ ‘ * 2 (.

IS

" To more fully explicate the routes and levels of abstraction-in

~culture and personality terminology, Wallace notes the following:
. R . X

(a) If one has derived an approximation to a complete de-

3 ! Iy

‘ Bcription of one mazeway or one culture, | . ,.'
| (b) abstractive operations, involvi.ng classification of contegt -
'.‘into fewer, broader “ca'tegcgries‘ , Will yield. descriptions of,
resﬁectively, personality; or‘ nationa:i character.
(¢) .If one has derived an approximation to a pomplete description
of one mazeway, or one persona.lity,

(d) operations, involving addition of all individual cases to the

pool of data, without eltering the level of abstraction, v;ill

25
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yield descriptions 6r respectively, culture, or, model per-

Cy sonality structure. . '_
E ' N‘

~
\

The array of meenings escribed to. expericnces represented in the

“human "mazeway" is 1argely shaped by languege. Through lenguage mem-

) +

bers of the ‘same cultural system dan communicete with others about their

common experiences and echieve a high degree of consensus as to the mean-

ing of them. ‘Tt is principaliy through these processes of verbsl trans-

action that . highly patterned cogzitions Q?d.moqps of psychological equiv-.

alencies in "maLeway“ content may be referred to as the psychoncultural )

e
- . e .

system.

Frqm the perspective of psychologically oriented anthropologists, ‘

cultures may be differentiéted from one another on the'besis of patterned

psychological equivalence structures. These "mazevay" equivalents which
chsracterize members of the same social system are seen as a runction

or consequence of people living together closely in time and space and

o

of the extent to which they are afforded an opportunity to communicate

-

with one another using their common language symbol system. From this

~

theoretical perSpective, the pattern of observable behaviors, or social

[

structure, is viewed as the phenomenological expression of these under-

1lying psychological orieptations. To the extent that each 'individual

.organizes his own behavior in a manner which is consistent with his per-

N
h

ceptions of group norms, we can say that his behavior is group oriented
and that the resulting patterns of overt behavior among groups of in-

dividuals is that which we call social structure.

.t

=~




Among the  more critical elements of the human "mazeway" is the ° '

structure of‘self conceptions possessed by each individual Self con-
(N v
ceptions are that system of referen*ial meanings applied to self which

27

the individual develops as he transacts with other humans as well as with

his. physical environment, The concept of self, as it is defined~here,

is not synanymous with ‘the o;dinary definition of the term by the more
positivist oriented researchers who typically equate self vith certain
aspects of the individualh observable behavior, rathey, self is viewec

as an explanatory concept with a set of hypothetical properties.. The
rationale for the use of the conceptxin this-manner is twofold. First,A
most behavioral scientists accept the fact that certain\psychological

4

processes precede the exhibition of overt behavior. It is postulated

© for example, that each. individual continually forms images. ‘of himself

as he interacts with others in his envirpgnment and that the particular

imsges of self intruding at a specific point in time significantly af-

' fect -the organization of his own behavior in the given social situation.

Secondly, the concept when used as defined has been shown empirically

-/

to be of considerable utility in understanding and . predicting individ-

’

ual bdbehavior. o , ui“ii

. -
[}

ﬂConceptions of'self like all'other mazevhy content, are acquired )
as each individual interacts with others in a multiplicity of dyadic .
role' relationships. Through participation in & variety of interactive'
situations as one member of a paired*role the individual is able to

continually validate reinforce and/or redefine his own identity as a

particular class or type of person. These multiple classifications of

H ‘ ! !
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persons, which the individual learns and applies to seif and others,
.+ are’more than Just symbols of identity lexically encoded in the language,

they also conjure up images of the proper kinds of relationships which.
P . )
oo are expected to prevail in a.variety ‘of social settings. By leaving
N
’a complex of classificatory schemes, -and the appropriate behaviors whiSh

<correspond to each cateégory of person in a wide array of social contexts,

individuals are able to mutually predict and comprehend the meanings of

[ . o . o

- the behaviors of others.

&

+« Although it is generally recognized that self'conceptions are'mul-
tiple in character and are constantly shifting as the individual moves
.from one social context to another, a number of unresolved conceptual

B

problems are reflected in much of the research literature. As Chad. °

2

' Gordon has observed, many of these problems are derived from a‘lack of

conceptual refinements that relate to the ‘various forms in which the
self may be conceived. For example, one 'individual in a specific situa-
: tion may conceive of self and others with vhom he is currently inter-
acting in" terms of categorical noun- forms, According to Gordon, this
is usually what is referred to’ ‘when one sptsks of the individual's role
’identification, or other ascribed characteristics such as one's ethnicity,
sex,hnatiqnality, occupational roleinetc. These various social role and
type categorizations with which the individual identifies self are de-
fined by Gordon as the social identities of the person. .Simultaneously

in the same context, or in another sqcial situation, the same individ-

y ual may conceive of self in terms of dimensional attributes. In the
P BN

~ 2. Gordon, Chad, The Self in Social Interaction, New York: John Wiley &
Sons, Inc., 196é ,




latter’case the individual's self definitions.or definitions applied
' "
to others are in terms of personality traits, inteipersonal styles, or -

in other similar attributive terms.

f.

Hhile’recognizing the merits of Gordon 8- contfibution to self the- :

]

ory, one assumption underlying this conceptual framework is that al-
though individuals do conceive of self in either one of the two forms,
either jointly or separately, maJor social role categorizations .or

¢
~ what Gordon has termed social identities, have & more profound impact

+

’upon the organization of each individual's perceptions of self and
others and thus ultimately upon his own expressive behsvior. One fairly
obvious reason for adopting this position is that the transacted behav-
Bioral prescriptions for each institutionalized role in the school struc-
ture .are highly detailed and they are the principal determinates as to
hov the'behaviors of those in the.gchool are to be organized through—
out most of the working day. Because these institutionalized social’
roles are 80 pivotal in terms of the organization of the sohool as a
system of behavior each person in the school knows the precise position
of his social role in the structure and tae manner in which his role
;behavior'is-supposed_to articulate with the role behavior or'other per-
_sons in other roles at different levels of the structure.

In conjuction with this discussion, one additionsl ancillary theo-
retical point warrants further comment. We have already alluded to the
fact that some sociai-identities are more significant to the.individual
and consequently have a greater impact upon the structuriné of ideas
about the self., This observation leads to an important insight, namelv,

that each individual's structure of self-conceptions is cognitively or-




N

'

4

: and in a ¥ide array of social contexte. Other conceptions of self

ganized in a hierarchical ‘fashion and that those at the apex o1 this

structure affect the organization of the individuals behavior freqnently

' O

'though significant to scme individuals in specific situational con-

texts, tend to be peripheral or subordinate elements in the individual's

total gestalt- of self conceptions.

The utility of the conceptual framework briefly outlined above

I

assists one to more fully comprehend the school as a,system of behav- )
4

L3

*ior by emphasizing the dynamic’ relationship betweem,transacted psycho-
logical eqnivalencies ‘and the relativel& persistent forms of interacf
tive behavior. » Insof&r as a major rationale for{the ACSP ethno..
graphic research was to yield data that can be of value in formulating

effective implementation strategies this conceptual model’ is espe-

30 .

iially appropriate because it tells us that existing structural. arrange-

*

ments and patterns of expressive behavior are.ﬁhe overt manifestatiorns

of:mazeway content, Therefore; all efforts toxmanipulate, or other- .

- wise intervene in, aspects of the school strﬁcture can be successful

only to the extent that proposed changes can be easily integrated into

the existing images of the world held by the actors. o o

RESEARCH PROCEDURES

To insure the systematization of the ethnographic research process,
the general research strategies and procedures to be employed in the
f1e1d wvere carefully mapped out during the summer months prior to the
opening of .the schools. In conjunction with these preparations, the

investigator took the preliminary steps to esiablish his research role
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.and gain entry into. Sunnydale High. School the ACSP RP ethnographic re-

"search site. When the schools opened in the fall, the 1nvestigator
- utilized standard ethnographic field procedures to establish rapport
| with school personnel and to collect the data. Although observations
and . focused and standard stimulus interviews yielded the bulk of the - 0
data, ‘8 considerable amount’ of supplepentary information\was obtained |

{
'from 8 udent, faculty and administration publications. Throughout - the N

i

'field experience the data were systematized«and subJected to prelimi-'
nary analysis ‘80 as to allow continuous refinement off the research prob- 7
lems and the theoretical framework guioing the invest ion.' In the ,
early phases of the research a coding manual was developed so that all
data could be stored and uhen later retrieved¢by category fOr analysis
(see Appendix A). This manual, in addition to its obvious function of
facilitating the aﬁalysis of the data, was an invaluablelaid in revesl-
ing'existing gaps in the data:while the field investigatipn was still
in progress. . | ~
During the year prior to the ACSP RP research, the Senior Research
Consultant and top level school administrative personnel of the district
in which the ethnographic research site is located met and reached gen-
eral agreement as to the nature and scope of the ACSP- RP implementation
and research activities. Tn order to formalize these enrlier agreements
and to discuss related matters of mutual concern, three members of the
ACSP-RP staff met with the assistant superintendent in charge of secondary

instruction a few weeks before the opening of the schools. At this meet-

" ing the members of the ACSP staff reiterated the general research obJec-

tives and discuss ed a few of the more significant research questions,




s g s
_ particularly those which related to ‘the evaluation of Patterns. lhe na=-
. ture of the cognitive data required tq effectively assess the impact of
'the course upon ‘the pupils was discussed at some length and those pres-
ent reached general agreement as to the procedures to be employed in the -
collection of several different types of test data. During this initial
phase of the meeting, the\general purposes “of the ethnographic research
;and the relaticn between the cognitive and ethnographic studies were re-
viewed with same attention given ta the proposed ethnographhq,research
strategies. .

Subsequent to the discussion of the‘general research design those
present’ turned their attention to a consideration of the roles ln the
school of two ACSP-RP staff members. To coordinate the implementation
activities in the school at which the ethnographic research was done .
and to assist in the collection and processing of both cogd!tive and
“ethnographic data, the ACSP-RP arranged for the district to hire one
of the RP staff members--a teacher with considerable research experi-
ence--on a“released-time basis. Although the responsibility of the
research staff member in connection;with ACSP-RP had been stipulated"in
advance of employment, his duties ahd responsibilities both to the \
school and ACSP RP were again restated and clarified at this meeting.

According. to the terms of the agreement he was to teach four of
the five normal teaching periods.during both the fall and spring semes-
ters, the remainder, of each school day being devoted to fulfillment of
his responsibilities as a member of ACTP-Ri’ staff. Since Patterns had\

not been scheduled for implementation until Spring, his principal dutigs

during the first semester included the preparation of student and teacher

o
o
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.materials, making'ﬁrrangements for the pres and post-testing bf students

scheduled to enroll in. Patterns, and providing general research assis- i

N

tance, particularly in terms of collecting the ethnographic data.

v . s - In the spring, *his’ reaponsibilities, in addition to teaching two REPE
ol ~ sections of Patterns, included the coordination of most ACSP- RP-related | '

]

activities in the district. His specific duties were to handle the dis-
trihutiop and storage of all course materials,‘assist in data collection
efforts and to act as a liaison person hetween the school gystem and the_
ACSP-RP office. | o oo L

The secondRP‘staff.member, the principal inyestigator.at the ethno~
graphic research site, was to assume the role of teacher'aide. This role
for the investigator was selected for two principal reasons Prior to the .
implementation of Patterns, teachers on the regular school staff had been
~1nformed that the investigator would be available ‘to provide several forms -
1of assistance, most of which conformed to the types of services normally

) * . B

rendered by teacher aidel to ACSP RP teachers. A_second and more {m-

portant reason was that the di%trict administrative staff had recently i
been forced to cpntend with 'a multitnde of intense'political pressnres
both within the”  school itself and the community ln view ofathese pres-
sures, most of which were connected with the explosive racial tensions

at the research’site, the district administrative staff preferred that the
role for the investigator be formally defined as teacher aide and that .
his related research and.implementation responsibilities be explained -

to others in conjunction with a description of his role duties as

. teacher aide.

& -

w9
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At ‘the request of the assistant superintendent the investigator's

] -

o entry into the school was, delayed until the second week of the fall se= . S

) mester. This - request was made because thé’district administrative staff
. : : i

.anticipateu problems ﬂn operiing the school due to the perslsting racial s

kS 13

§
tensions in the school and in the opinion of the assistant superintendent;

i)

1t was advisable to postpone entry into the school until the ordinary
, daily routine of school actiyities had been established. Early during ,l
the second week of;the new school term, the investigator scheduled a
meeting w1th the schooliprincipal at the research site for the purpose
of introducing himself to the docal adminis@rative staff and discuss-~
ing his responsibilities as a member of the ACSP-RP staff. At this
. \~ . meeting the principal acknowledged at due to the events of the pre-
ceding year ‘he had neither kept abreast of events as they related to the i
E implementation of Patterns nor did he,know much about the proposed ac-
tivfties of the ACSP- RP staff in the school. He did nzie,'ho§2ver, that
1t was his understanding that one teacher and a teacher aiﬁe ‘both of
whom .were affiliated’with the.ACSP-RP, would be workiné in the school.
ks to the nature of the responsibilities of the investiéator; the prin- ,‘” .
cipal admitted knowing only that he was to aid teachers usiﬁ% Patterns.

: , s
and to provide assistance in the ACSP-RP research and implementation -

N
. a

activities. , '\’
At this first encounter with the principal and in s bsequfnt'meet-
ings and discussions with certificated staff members in the school, the .

investigator let it be known that he had F number of unique responsi-

bilities as a result of his connection with the ACSP~RP. Consistent
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with district administrative interpretations of his role, the investiga-
: nof heavily stressed his responsibilities to teachers using Patterns J

and although the specific nature of the ethnographic resgprch was left

unexplained, extremé forms'of duplicity were avoided by making it clear
to others that the investigator was to assist with all ACSP-RP related
activities. Those wﬁo pursued the inquiry were informed thet the ACSP-
RP needed considerasble data on the school and its pupils in order to
adequately assess the impact of the c§urse upon the pupils and the
school and fo devise future implemehtation strategies that wo‘id ensure
atéainment by pupils of th« learning objectives of th@ course,

During the fall semester, the investigator provided considerable
assistance té'the ACSP-R? téacheré assignéd to teach a coufse entitled
"Self and Socigty." Tre two purposes of this course were to teach
students the concepts and analytic skills necessary to make a socio-
logical analysis of the institutions of the community in which they
live while at the same time collecting ethnographic data on the
school from the other pupils enrolled. The investigator'sArole; as
enacted and interpreted to others in connection with the "Self and

Society" zourse, included the following duties:

(a) Reorganize material and data brought to the class by students
and 233/1330 summary fofi for subsequent pupil use;

(b) Assist in collecting materials (census data, city and county
planning commission reports, etc.) for use in class;

(c) Establish contacts with persons in the community with whom

@

-y
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students could meet and talk, e.g., city and county'officiala,
chamber of commerce members, etc.; ’

'(d) Make arrangements for pupils to use or visit certain public

e

and private facilities, e;g.,'libraries, museum collections, etc.

In conjunctlon with these activities, the investigator provided as-
sistance on a continuing baiis in duplicating ?agterns_course matérials
and making necessary arrangements to f@cilitateﬁthe implementation o; the
course in the spring semester.

After the introduction of Patterns in the spr;lng, the investigator
provided various forms of assistance to the two Patterns ‘eachers atv
. the rése;rch site. - His more important dutiés were to organize and secure’ .
‘materials for classroom use as directed_Py the teachers, assist_ﬁith
the préparation of laboratory e;ercises and problems, aid individﬁél
students and small groups in the classroom with se%ected legsons when
requested by the teacher to do 80, and finallyt*gg‘hqip in-the evalua-
tion of pupii work.

. Aside from the qontinuqus opportunity afforded the investigatér.
to participate in all school events, there were other advantages that
accrued as a result of taking the role of teacher aide. The role of
teacher aide in this particular school, as well as in others In the
district, is structurally ambiguous. This is the result of the way
in which the role has emerged and of the community groups and govern-
mental agencies responsible for its creation. This structural ambi-
guity worked to the advantage of the researcher in that it allowed him to -
move freely in and aro&nd the school throughout the course of the day.

b
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Despite many of the ambiguities of the role, teachers generally view

aides as individuals who share the general orientations of teachers and
thus they tend to be willing %o accord them full participation in regu-

lar staff and other school-related activities.

DATA COLLECTION PROCEDURES

6]
Prior to engaging in the field research, the investigator attempted
to isolate and systematically manage those acute philosophical and metho-
dological problems that impede one's ability to obtain a body of veri-

fiable and replicable observational data. In the section which follows,

& few of these more critical issues are explored and an explanation is
a ' .
offered as to the methods and/or procedures employed to cope with seve-

ral of these.more perplexing problems.

Direct observation, as the method is defined herein, refers to the

i

perception cf Behavior or objects in the investigator's immediate en-
viromnment which is later conceétuaiized and communicated to others.
This definition itself alludes to the special philosophical and metho-
dological problems that one will encounter unless he is fully cognizant
of £he impact of his own conceptual system upon that which he sées,
hears and records. Ever since the highly dfscrepant reports by Robert
Redfield and Oscar Lewis of the behavior of people in the same village;
researchers who rely upon direct observational techniques have been
acutely aware of the need to make explicit the conceptual framework
wvhich they utilized to guide them in their collection of data. The in-
vestigator was fully cognizant of the impossibility of eliminating thé
interpretative dimension from the direct observation of human behavior

and thus took the appropriate'steps to ensure that his orientation




The framework ex- |

towards the phenomena to be observed be made public.
plicated in an earlier sectisn of |this chapter and which is also/dmplicii

in the categories of the appended coding manual is intended to/éommun-

icate the general thebretical ori¢ntations of the ACSP-RP Btﬁff members
f

involved in the collection and an lysis of the ethnogrepbig data. |
| o

Although direct observation is an indispensible néthod‘in fiela i
]

L

:

studies deta yielded by this technique should be 8 pplemented vhenever’

i
!

possible by interview or other férms of indirect‘ébservational data.
The problem with an overempha'is upon observetion is that it frequentlyl

|
inhibits the ability of the/ investigator to learn much about the infor-l

mant's psychological oriefitations end his cognitive processes which prq-
. ’ {
fhis is a special problem when' the

cede the observed overt.behavior.
complex of neanings which the actor associates with a particular act or
sequence of acts is embedded in & matrix of other cultural evente. A;
Kay and Metzer3 have recently noted, an overemphasis upon obser%
vation ignores one or more of the following factors: |

(a) The realization of pome behavior of the“subject may be an im-

perrect representation of the plan that motivated the behavior,
(b) The significant elements of an event are not necessarily con-
tiguous in space and time;

(¢) The stimuli which motivate some behavior of the subject have

no easily observable perceptual coordinates;
The behavior has a symbolic intent quite apart from the ob-

o (4)
gervable effects and it is often this symbeclic intent which

is the focus of the subject.

3

"On the Foundation of Ethnography,"

Key, Paul and Metzer, Duane,

3.
Manuscript, 1768 p. 6.
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%o insure thai inferences from obgervatioﬁal daLa corresponded Lo
the meanings ascribed to the behavioxrs or events by thg informaﬂt, in-
_terviews were conducted as soon as possible followinglthe observation.
This._ approach not' or_lly facilitated a more complete ccmprehensién of
the actor's orientation towards the event in quesfio; but it alsgo helped
to reveal discrepancies between the informant's descriptions of his be-

as observed by the in-

havior in the 'situation and his actual behavior
. . A9

vestigator. The ﬁranscript of an cbservation and the subsequent inter-

view which appear below reveal the necessity for a combined observational

interview procedure and typify these procedures as they were employed = v
. : .

in ‘the field research.

2-25-70

Toward the end of period 5A B. Galloway left the cafeteria
and was_walking down Tolman Hall, presumably on his way to his
classroom. I had left.the cafeteria a few‘seconds later than he
and was hurryintho catch up with him aé he proceedéd down the
hall. When about 30-40 feet.in back‘of Galloway, he.stoppéd in
the middle of the hall and stdod watching two black boys further
down the hall pushing each othe;. Each was cursing the other
anqnitlappeared as if a fight was imminent. Within a few
feconds I noticed that Gallowaydhad turned left into the LO wing
rather phan continuing down the hall. I proceeded 1nm Tolman
Hall and halted about 20 feet fram the location of the disturbance.

s

By that time Usher and Davidson (coaches) had come across the

hali, intervened in the scuffle awd begun to disperse the crowd

A,

that had formed. Both coaches talked with the two boys in the hall

-




. Y
“ and after a very brief conversation, each boy left the scene in a

different direction.

~

. From this observational data, the investlgator inferred the* the

téacher observed had purposely avoided intervening in the disturbance

and that his reluctance to do so probably resulted from a concern for

, h;q,own personal safety.

The opportunity to check the validity of these

/.
" inferences arose one hour later 4hen the dnvestigator met the informant

outeide his room between the S5th and 6th periods.

-

+ Teacher:

Interviever:

Teacher:

Interviewer:

.Teacher:

Interviewer:

Interviever:

-~

“I noticed that you got a chance to see the two fel-

_ lows pushing-each other around today in Tolman Hall."”

"Oh, yeah:. You sav 1t too, huh?"

"Part of 1£. I saw you stop and watch. It looked
to me as if you were heading right into it."

"I vas. I was on my way back to my room."

“Ilwas Just wondering why you turned and went dowﬁ
the other hed."

"You think I'm going to get .involved in that? Not
me. Not after what happened to Ben (teaéher). Like
Russ says, we've got $50,000  worth of vice-prin-
cipals ruﬂning around héré and they're .supposed to
bé in Tolman'Ha;l» If they aren't g§ing to do their
Job, why should I do mine?" _

"Are teachers supposed to get involved in sit.atioms

like that one?"
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Teacher: _ "They re supposed to do what they cah. But I'vé

Juotvabout hadxit. You can see that not one of thple

administrators is doing his Job. I'm rot sticking

/ ‘ mylpqck out aione.
“ \

LL I

| Although ‘the ehrlierlinfer;nces,rroﬁ the obsqrvational date wvere
generally correét, the interview data indicates that this informant,
even though obviously crncerned lSOut his own personal lcreéy, in pro-
‘dispésed to intervene in,nglsgptive situations. But as 1ndicate§ by -
the data, this teacher was especia}ly perturbed by vhat he percéive@_
to be a lack of administrative lqadership'in the maintenance 'of pupiI’!
discipline and these perceptions were an equally~1mpo¥tant factor ;n
his avoidance of the pituatibn: This fact obviously would not have
been ascertained had the investigaior.awoided‘elicitingmvefbal‘reaponpes
from the informant about his behavior in the situation.

Although role managiment probiena precluded utilization of Jues- |
tionaires and formal interview‘schéduleﬁ, the requisite degree gf struc-
ture in the interviewing process was insured by the systematic use of
focused and standard stimulus interview procedures. The primnry func~
tion of the focused interview procedure is to facilitate the collection
of categories of data from informants about situations or events in
vhich they have participated or iiout vhich they have some knowledge
or opinivns. The first task of the researcﬁer is to conduct a cursory
an;lysis of the situa“ion of interest, formulate a series of hypotheses
about the event and tien procéed to develop an interview guide which -

maps out the major arcas of inqpiry and categories of data that arel
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most relevent ﬁo.his cprreet lfne'or inquiry. The interview itself is
then focused on the subjeetive expefiencee of the 1nrorhente in an ef-
fort to eecertein their definitions of the situation.

The following Ofcerpt from an i\nterview transcript illustrates the
‘menner in which this procedure was used in the fisld. The euhdeczrof
inquiry perteined to a recently adopted attendance policy\by the dis-
trict executive committee. ,The.duel purposes of the (ollowing‘?nter-
view were to elicit the informants® perceptions of expected reactions
of achool pfreonnel to the new and controvereiel\ﬁttendence poliey.end.
to test the hypothesis that the rather firm statement on pupil suspen-
sions would be very'fe§oreb1y received By teachers in the‘echoel‘be;
cause of'the.threet to teacher definitions'of eelf posed by tee large
nunber of pupils reguleri& #ioleting not only the established atten-

dance policies but a multitude of other school rules as well. It aho&ld

Lo

also be pointed out that both the nature and sequencing of the questions

posed by the investigator during .the following interview permitted all
responses to be readily coded into the appropriate categories delineated

in the coding manual.

Interviewer: "What do you think about the new attendance policy?"
Teacher: "I think it's good. I'll be surprised if it's ever
put into action." . i

- Interviewer: ‘“Why do you say that?"
Teacher: "Well, it's a strict policy. We've been lenient

for so long that I don't think everybody will Just

pull about face and use this one.




In@ervicver:
\

Teackher:

Interviewer:
e \. L.

Teacher:

Interviewver:

' Teaqper:

Interviewer:

Teacher:

Interviewer:

"/

k3

g

"Do you thinx we should try it?"

;Oh, sure." T

"How do you think teachers will react to it?"

"I'm not aﬁ;e. But my guess would be that a lot ot
teachers will like it, especially that suspension
business. Most will enforce it, but then'wefve got
a few teachers vwho just won't work with us on crack-
. ing .down."

"You said that you think mbst'£eacher| Vill support

the néw suspension policy.  Why do you think that will

- be so?" ' ‘ ¢ ;:.-‘"*\

"Well, it's gotten to the point where a lot of us
Just can't do our jobs. Elaine said thgt's wvhy sﬁe's
getting‘out; It's hard eno;gh backing up every day
trying to £ill in those whq vere abseét the day be-

fore. And then with all the trouble-makers we have

it's just too much. I think that they should either

start getting to school and to class on time or we
should throw tﬁem out."

“ "How do you think the administration views the new
policy?" |
"Obviously, they likec it since they put it into ef-
fect. But eyerybody will have to do his share in-
cluding the deans."

"Do you think the deans will enforce it?"

49
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Teaéner} ] "Evefybody ﬁoﬁld\like to know that. 'They haven't
done a very good joh up to nov, have they?"

Interviewer: "I've heard others say that. I wonder how the atu:

dents will react.”

Teacher: "That's a problem. The k aré so negative about

ling and complaining

from the kids. In (pct yesterday a bunch of girls

it, I've heard a lot of g

said that they just guessed that ‘there wouldn't be | 2
p 4 | anybody in school."” N\
. Interviewer: "What did they mean by that?" !
Teacher: "I guess that a lo@ of kids would afa>¥ getting sus-
pended. " . - o

Interviewer: "Do you think that would really happen?"

Teacher: "Oh, I really doubt it. Once the kids found out that
. this policy was going to be enforced, they would

start getting to cless on time." ¢

As can be seen from the data, the strategy employed was to first
learn about the informant 8 perceptions of the new innovation and then
to systematically elicit his views of the views of others in the school

and how they could’belexpected'to react towards the new policy.

STANDARD s&(}us INTERVIEWS

The principal function of this procedure is to ensure maximum sys-
tematization and standardization of the interviewing process by asking
informants to respond to the same or nearly identical stimuli. Ordi-

narily, when one employs this procedure a schedule of questions is pre-
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pared vell in advanc§ of the interview and Lhe interview itself is‘qonj
ducted under more formalized conditions; but &ue to role management-prcbj
lems, the investigator prepared a limited number of questions, u#ually
written on 3 x 5 cards, that could be reviewed immediately prior to the

interview. To some extent the use of this interview techniqne in this
\

manner did reduce the degree of rigor and standardization of the inter- -

.viewing process, alt}%pgh the data yielded from these interviews indi-’
cated that as a rule the stimuli to which the informants did respond
was remarkably uniform. Ehermdbe, this type of interview, because
it was used in a more ?l;xibxg*fashion, allowed the investigator to‘
digress and probe additional points and thus ultimately comprehend the |
more  elaborate pgttern; of thought and action q; they pertained to the’
particufz;u:ﬁbdect under scrutiny.

The set of preconstructed inter;;ew questioﬁs and a portion of an
interview transcript that appear below illustrate tﬁia procedure as it
was used in the Tield. In the example provided, the investigator was
interested in learhing more about t;acher perceptioﬁs of the changes‘in
the role structure of the school that had 6ccurrpd in the past five
years. Thi§ subject was one frequehtly discussed bx teachers and. thé
changes generally referred to were thoée whiéh upaet.and were stren-
uously resisted or disapproved by a majority of teachers. To disce;n \
"more about teacher perceﬁtions of the nature of these changes and the
various forces which initiated iand sustained these innovations, tﬁe in-

- vestigator structﬁnpd thé following questions, all of 'which were admin-

istered to informants in private or semi-private situation, about
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ch;nges in role structire at Sunnydale High in laaﬁjfive.years:
(a) What argvthe'major changes that have occurred?

3

(b) Who or what has been responsiblet

1) Administration

2) Teachers

3) Pupils -. : ' ~ . -
. \

(c) How do you feel about these changes?
‘ .

(4) How do other teachers feel about these changes?

\ . ) .

With this sef of questions the investigator conducted interviewsﬁ'
~ with fifty-six teachers over a two-month pericd. The sample protocol
bélow typifies both the use of this procedure and the quality of the

f

responses provided by Sunnydple informants.

Interviewer: "I have heard many teachers complain about many
changes in £he behavior and rules tha@ apply to teacﬁ-'-
- | ers, siudents and administrators in the last five
) years or 8o. What];re some’ofAthese changes?"
Teacher: "The kids didn't run this school vhen, I came here..
Teachers used to have control over th; kids and if
they didn't shape up they got bounced right out. And
that's the way it was."
Interviewer: ‘upat has beeﬁ responsible for these changes?"
Teacher: . ~"When I came here we had a darned good principal.
He_disciplinedythe kids whenever they needed it. ' /

Now whenever 1 selg a kid out of my class I have to

be careful who [ send them too. I always send them

-
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'to Peralta (Vice-Principal) it I can although Smith

(Vice-Principal) will do samething witﬁ them too.

-

But 1'1l never send a kid to Curtis (Vice-Principal)

again. I can't get any results. If a kid asks if

it is ok to go' to Curtis (Vice-Principal) I always

tell them to see Peralta (Vice-Principal) first."

Interviever: "To what extent has Mr. Cook (Principal) been reipon-

' sible for these changes?"
" Teacher: "Let me tell you something. When Mr. Cookt(Prin- -t
<; S : cipal) was Dean of Boys this place was run fine. He

vas the best Dean of Boys you could ask for. But
vhen the former principal left and Mr. Cook-(Prin-
] cipal) took over,thinés went down."
.Interviewer: "Who else is responsible?"
Teacher: ‘ "It's not all Mr. Cook's (Principal) fault. There
. have been & lot of changes in the community and then
thg kids atarted making dezands. Last year, for ex-
ample, ve had a fine Dean of Girls. She vas fine
and fair, but then wvhen we had 'riots! the kids de-
manded that she be removed. So, the district admin-
istration gave in."
Interviewer: "What has been the role of teachefs in all of this?"
Teacher: "Well, until recently this was a pretty stable facul-
| ty. We knew what we wanted and really worked fbr it.

\

But then in the last few\years people have been leav-

L

ing. Some 'of the newer people that have come to
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Interviever:

. Teacher:

Intgrviewer:

Teacher:

ol

- SBunnydale have been right in there encoursging the

48

' kids to make their demands. That doesn't do any-

thing iut make the proble& worse. And as you'know,
tt;is faculty is now spi;t Lright down, the middie so

no muchtimprovement 18 going to take placé. .There
are some a;éund here who think that if we just keep

giving in to kids that we will resolve the problems,

but you know that just isn't true."

"You said that the facui?y was split down the middle.

Are you saying that ab%ut half the facw.ty agrees
with your position?" |
"Oh, no. There are a lot more than that. You've
been here long enough to'énow that. It'é Just that
we have a small group ;f tea;herp who maké a lot of
ﬁoise and push hard for what'they want. I'd say

that at least 3/4 or more of the faculty agree with

'me on‘’this."

"What do yogﬂthink needs to be done?"

"The first thing we've got to do is get a new prin-

cipal. Whoever the new man is he has got to get'this'

pléée shaped up. ‘You Jjust can't, run a school like
tﬁis.year in and year out. TUnless diécipline is re-~-

stored we'll just sontinue to be babysitters."

Aside from tke quality and quaﬁtity of the data yielded by this -

set of juestiofis there was a remarkable similarity between the responses

A

‘. o
N
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.given by this particular informant and the pattern of responses given

by the overvhelming majority of1§ther teachers with whom the same‘gched-ﬂ
ule of questions has been used. Furthermore, the protocols reveal that
despite the relative informal conditions which typically prevailed dur-
ing e;ch interfiew, the inveatigator was remarkably successful in his

efforts to present informents with a nearly uniform set of stimuli.

IS

GROUP INTERVIEWS

' A basically unstructﬁral procedure commonly employed in field re-
searci is the group interview. This procedure proved to be specially
appropriate for discerning ambiguity or counflicts with respec% to group
norms and values. Another advantage of the group interview was that it
frequently yielded data on highly sensitive topics that informants were
not as likely to openly discuss unless they were given sufficient peer
group support. As a rule, group interviews were conducted at a veriety
of different places on the school grounds where teachers congregated
during the course of the school day. In some instances the investigator
purposely mapped & sequence'of questions that he wished to pose prior
to Joining with & given group of iﬂdividuals in a specific setting.
Although it was frequentiy difficult, if not impossible, for the inves-
tigetor to manage the content and flow of discussion in some situations,
he was usually able to steer conversations in the direction of interest
so as to elicit responses from informants oh the question of interest.

Although the group interview proved to be a profitable procedure,

not infrequently the validity of the data elicited from some informants

was Jeopardized by the group pressures operating to induce ronformity.




50

This problem was particularly acute when one or more of the iniformants
vas in a position to influence the opinion of, or positions publicly

. taken 'bys others. When a situation of this nature occurred, the valid-

ity of the data obtained from some informants ‘during the group inter-

view vﬁs rechecked during an individual interview-
Although'observatiqns and interviews yielded 3§e oulk of the eth- |

nographic data, faculty bulletins, student and faculty publications,

the school accreditation report and a variety of other school, city

and county materials were valuable sources of supplementary data. A

syétematic effort was made to record the contents of these documents

~n & day by day basis, especially those announcements and all other

vitgl information emanating from the mimeograph machines in tre admin-

istrative offices.

DATA MANAGEMENT PROCEDURES
Follpving each observation and/or interview an attempt was made

to reconstruct that which had been seen and heard. At times when it

. was not possible to complete the entire interview transcript immedi-
gely following the interview, the topics covere@ and the coﬁments of
informants were sketched out on note paper as soon as it was possible
to do so. At the first opportunity these notes were used to reconstruct
the interview or fully describe the observation.> The bulk of these
were then recorded on audiotape. Each time data were recorded on tape,
the general description of the setting and the nemes of *those persons

observed or present during an interview were noted.




To ﬁrovide'for the systematic storagé and retrieval of data col-
lected in the field, a coding manual was devised (See Appendix C). The
construction of this manual evolved in line with the theoretical frame-
work which guided the researchy and consequently the categories of tne
manual reflect the nature of the data most relevant to tﬁe reéearch
"questions posed by the ACSP-RP team. |

All observational and interview data recorded on audiotape was
subsequently transcribed onto unisbrt cards, form Y9, produced by the
Burroughs Corporation. As much coding of-tﬁe data was completed iﬁ the
field so as to determine the quality and quantity of data that pertained
to the various research qnestions;of interest.. The proéedures employed
to code and store all ethnographic data have been carefully delineated

in the appended ACSP-RP coding manual.
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Chapter 5

THE COMMURITY CONTEXT

To many Pacific Coaet dwellers in Calfrornia, the gregtrcentral
valley of the state, with its relatively drabifnd undifferentinted
landsc?pe, is a ﬁlace thrnugh which one hurriedly passes if one chooses
o travel between the two great urban centers of the spate by automo-
bile. With its ribbon of asphalt and concrete, junctuated with small
to medium sized nodes that are the cities and towns serving the sur-
roﬁnding sgricultural communities, the stream of vehicular traffic
north and south moves at‘u rapid, unending pace. To keep up with the
changing times, and as if to spare nbn-valley dweilerg evenbi tempo-

rary respite from their automobiles, the state highway division embarks
upon its mandated surgical'task of redligning the major north-scuth
thoroughfare so as to shorten travel time. ‘ |

d Although "the Vulley,' as it is typically called by ;ts residents,
is generally quite uniform in ﬁerma of its geographic features and other
characteristics of the landscape, residents of each valley cﬁmﬁun{ty

are ;uick to notethat each community has its own'diétinctive agricul-
tural and urban features. This is particularly true of Sunnydale, a'
community of approximately 100,000 population situated in the northern
end of the Valley. It was in a school in this community that the ACSP-RP

i Shnographic research was conducted.

: oe
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Sunnidale, like every other valley community, is situated upon
land that appeais to bg as fiat as the most c;refully rolled and mani-
cured putting gréen. ‘But due to its location,:there are a number of
_diatinctive geographic features br the community that set it apart from
(most all others in ;he valley. Immediateiy to the west of the commun-
ity, for exauple, li¢s "The Delta," a great expanse of especially fer-
tile farm land created by the deposits of topsoil carried there'by the
major rivers that run froﬁ tﬁe high mountains in the. east to'the Pacifié
Ocean. This area is campietely interlaced wvith water channels used for
irrigating rice.and a v;riety of truck crops, especially during the very
hot months of sumer. ) S ‘

This network of vatervays also serves a multitude of recreational
functions. Throughout thé summer months, scores of water gkiers create
the characteristic water furrows that emanate from their skis as they
race back and forth along the major tribufaries. At public beaches
and ofher suitable locations, large crovds dd the banks of the channels
especially during the weekends. Here and there on the relatively undis-
turbed shalléw spurs one may findlfishermen nitting in smali boats or |
: festinévbgneath‘a pleasant shade tree as they patiently §giﬁ for the
fish to bite. | |

To the north, east and south of the city the fe;tures of the land-
scape tend.to be not unlike other locations in fﬂe north Central Valiey
area. Althoﬁgh a iarge variety of agricultural products are grown in
the areas around Sunnydale, among.the more eye-catching features of the

landscape are the carefully pruned and tended vineyards.

oY
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Stretching as far as ‘the eye can see in rows as straight as rolled steel

I beams, the broad-leafed vines withrtheir sagging bunches of dark

colored‘grapea ate a constant reminder of the warmth of the climate and

- the fertility of the soil. Interspersed among the grapes and other com-

monly grown crops such as rice, corn and alfalfa are the large orchards

ki

which producé & wide variety of * ‘fruits and nuts. Because of
the cool, fog'persiétént winters punctuated.ﬁith aﬂ occasional light '
freeze, a warm épring apd a hot summer, these orchards yield some of
the.fingst iuality fruits and nuts in the country.
In the midst of this agricultural heartland lies Sunnydale, witk
its ever increﬁsing urban sprawl reéching out-like'uncontrolled tent-
acles to engulf the surrounding countryside. As late as the early 1950's,
c&mmﬁnity growth was coﬁtained within reasonably well-defined parameters
but with thé rapid growth of populﬁtion in recent years, any semblance
of order in planning, construction, and annexation has long since dis-
appeared. Today many maps of the city look like incomplete patch quilts
with the details of the unannexed plots of farm land or the location
of other résideﬁtidi areas blotted éut as if they didn't exist. \\
- The demograghic characteristics of Summydale ﬁ;ﬁd to be much like
those of other urban centers in the Central Valléy of (alifornia. Al-
ﬁhough the census data reveal that slightly more than 9,900 Blacks,
or approximately 10% of the population, live within the city limits
% is rather difficult to get precise\data on the population of other
ethnic and racial groups in the comunity. This is because the break-

down of the 1967 special census data for the entire metropolitan area

was on the basis of sex, race and age with no distinctions made on the

?
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the basis of ethnicity or national origin. According to these special
cenéﬁs data approximately 8,000 residents or slightly less than 10% of
the total community population were identified as‘"other races," The
percentage of this number that are Oriental cannot be accurately

determined on the basis of this data alone, however, & complete
breakdown of the school district pqpulation by.racg and ethnicity sug-
gests that about 6-7% of these 8,000 persogg;in the "other races" cate-
gory are of Oriental descent. As the United States Census Bureau in-
cludes all persons of Latin descent in the "white" category and does’
not differentiate on the basls of Spanish surname, it is equally dif-
ficult, to get a precise estimate of the number oflindividuals of Latin
descent;residing in the community. Again, however, school district
data reveal that slightly. over 6,700 pupils in the school system or
about 20.8% of the population, have Spanish surnemes.

It should be noted that since the boundaries of the Sunnydale Uni-
fied School bistrict include many of the unincorporated subuiban'areas
that are heavily populated by middle class whites, the Oriental and
Latin population of the eemmunity itself is larger in terms of percen-

" tages than the above figure indicate. In'viéw of these déta,-the gen-
efal d;mOgraphic picture of the city is that of a hjghly heterogeneous
population with minority group members numbering between 35-40,000 of

-

the 100,000 persons residing in the community.
A cursory glance at the map on the following page reveals that
Sunnydele, like most other major Amer?s;n cities, is racially segre-

gated. As late as 1960, several sections in the southern portion of
~ . ’

the community were well balanced raciclly and ethnically but in recent

Y
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years there has been an accelerated out-migration of whites to the nor-
thern residentiel areas. There have been some minority families, parti-
cularly those of Oriental descent, who have ﬁoved north but generally
there has been an increasing concentration of minority group memeerS'
in the gouth and south central sections-er the city since this migra-
tion began. . | ‘

In recent years mos£ residential development and copmunity
growth has been northward. The principal reasons for this directional
growth has been the avaiiebility of farm lends for subdivision and the
desire of investors to deyelop pfoperties away from "the slough,” the
industrial sites, and the railroads that are located on the southern
periphery of’the city. Thet growth which has occurred in the soutﬂ”and
east portions of the.city has been irregular, extremely limited and us-
ually undertaken with federal and state urban redevelopment monies,

. As a consequence of this retardedqinveetment in the'south and east,
agihg\ftructures anq a generally deteriofating environment have plagued
tﬁese sections of the Zityw Single family growth has continued to move-
north, leaving the older dwellingb in the south with higher net densi-
ties.

> . Even though greater nuﬁbers of whites lived in the soutﬁérﬁ por-

. * tion of the community in years past, segregated neighbofhood; have been
deeply rooted in Sunnydale's histo 'y, Japanese and Chinese~-Americans
were heavily disceriminated against since their early arrival in the
1800's and until the 1950's the Federal Housing Authority regarded all

Orientals as a racial class not to be included in an otherwise "white"

subdivision. Consequently, early settlement of the Oriental population
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occurred in the central business section of the community, perticularly
in thoee blocks directly south of the main eaat-weet thoroughfare in

"the heart of the city. ‘ /
Since the early 1960'3, ar‘t‘.er racial covenante ha.d'been outlawed
end Orientnls, especially the Japanese and Chinese, had become more
affluent and better integrated into the business and professional com~
munities, there has been eome’out migration of Oriental families to the
suburbs. This outward migration iL documented by the 5.4% drop in the
community population of "qther races' between the census of 1960 and
' the 1967 special census. On the basis of this data alone, it would ap~
: rear that an increasing.nuﬁber of Orientals are becoming assimilated
into the middle class suburbs of the community and although this is
true to some extent the school district data indicate that an overvhelm-
ing majority of Oriental residents still continue to reside in the
' central section of the community. In two elementary schools in the
census tract arbirrarily numbered 28, rbr example, Oriental pupils con-
stitute 22% of the pupil population in one school and 32% in the other.
In addition to the relatively large Japanese and Chinese-American
population there is .also a sizeeble number of Filipinos residing in
the community. A majority of Filipinos are’older, single men who im-
migrated to the United States to seek agricultural work during and im-
mediately rolloring the Second World War. Those few who did bring their
families with them also settled in the south central sections of the
city along with other Oriental descendants.

According to the 1967 census, the 35% increase iu the population

of Blacks since 1960 was more than double that of ainy other racial or

~
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ethnic group in £ﬁe community. As can be seen from the map of the com-
munity, the naqérity of the Black population i concentrated around the
aouthein peripher& of the community in those areas with ; predominance
of subaééndurd;housing. Most all Black pupils of ﬁigh school age in
th? district attend éunpydale Hiéh, the site at which ‘the ethnographic
research was conducted: | . | .

Student demographic data obtained by the Unified Séhoo; District -
that serves the city.indicstes that taqilies with Spanish s?rnames tend
t&‘be aom;wyat more evenly diétribuéed throughout the city %Lan Blébks,
although the overvhelming majority reside .. the cenfral ank southern

b

sections of the community. One 1nteresting finding is thax\there
a rela;Ively high degree of segregation of Spanish-speakins residents
from the‘Black population even though both groups are concentrated in
, - the south tog;ther. For example, in the é;nsus tracts that have been
arbitrarily_numbered 21, 22, 28, 16, and 17, the high per;entage of
. " Mexican pupils in the public schools is consistently higﬁgr than‘ihgt
for Black pupils. This also helps to explain why that tract numbered .
22 1s'ﬁot Shaded and why'each cf the other éour tracté cited have a -
high "white" population relative t6 the other census tracts in the sodth
Sunnydale community. .
In most neighboihoods in the south Sunnydale community, ercept for
those in which Blarks gnd Mexicans are approximately equal in numbers,
strong avoidance patterﬁﬁ\exist among the various ethnic groups. This

is especially true in those census tracts to the south and east of the

high school. The census tract numbered 20, for example, contains a very

65
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high proportion of Blacks, many of whcp regide in the public housing
units located in the area. During several observations made at a small
shopping center near this heavily Black populated housing project, the

p | only non-Blacks seen were occasional shoppers who stopped to make a

purch&se at one of the ligquor stores that dot the main north-south thor- '
oughfgie. In those areas directly east and.sosth of .the high school,

X on the other hand, large numbers of Mexicans can be observed shopping

st iocal grocery markets and other businesses. Onlf-a few Blackslcan be seen -in
these areas espesially iﬁ those business establishments along the state
highway that runs east and west just north of the school site itself.

In general there is very little movement of. the'various racial and
ethnic groups outside those areas ;n whiéh they residet Blacks and
Mexican-Americans, forrexamble, tend to avoid the large shopping centers
in the northern section sf the city‘déspite the better buys'that are
‘usually available there. White residents, on the other hand raraly K
shop dn the central business distrlct Triﬁa into this erea are
-usually for sse phrpose of working at governmental offices or seeking
assistance from the professional ccummnity, a majority of whom are
still located in the central business sections of town."

Aside from the ethnic and racial heterogeneity of the community,

some comments are warranted about the social and cultural 4ifferences

of the "Anglo" or white population. During'tle»1930's depression and

G
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'io subsequent yeurs, large numbers of white, unakilled and semi-
skilled farm workers from the "dust bowl" areas of Texas, Oklahoma and
other southwentern etetes nigrated ue;twerd. or those vho made it to
California, many settled in the Central Valley of California and found
employment:in thleielde and in agriculturally reluted industries.. In
recent yeors; as the number of manufeacturing and other unskiiled or semi-
skilled industrial-occupations opened up, mamy of these migrants and
their children filled these blue collar positions. Today a majority of
these immigrants and toeir children constitute the lower middle income
wvorking class of Sunn&dale and due to these ecomomic ns well as ‘other
. cultural factors-, most have concentrated?in the unpret.entious end'in-
expensive-reeidentiai areas Just‘beyoud the eaetern‘boundaries of the
city. This area is referred to by community residepnts, including many
of the inhdbitants’tuemselves,:ae "6kie Town." o '

fhe principal economic role of Sunnydale is that of middleman.,
Agricultural products produced in the outlying areas are purchased canned,

packed aﬁd then shipped through the local port facilities to other
urban centers in the state and to the rest of the world. The location
of the port at the western boundary of the community and the. extemsive
cultivation throughout the Central Valley has also made Sunnydale a no-
turel center for the distribution of agriculturel machinery and equip-
"ment. The community is dlso a center for farm labor although the great

A

majority of ‘this’ ‘labor is employed outside the area.

!

. AlthOugh heavily dependent upon the agricultural industry for many

Jobs, the community and its environs arethe site for several specialized
C }
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manufacturing piaﬁté providing mateiials for the area'p minipg, agri-
culture a&d Eonstr@ction industries. In addition to this rather limi-
ted number of manufacturers’, Sunnydale is also a regional busihess, le-
gal , professional and administrgtive center. . | |
Compareu'fa other cities in the state, Sunnydale has a diébropor-
tionate number of semi-skilled and unskiiled vorkers in its work force,
a majority of whom are Mexican and\Black- _This situation {s partly due
to historical circumstances that attracted large numbers of minority
families to the commun}ty and tg the fact that the corhunity has'bgen
80 heavily dependeﬁt ﬁpon agriculture. In recent years, agriculfﬁrdl
work has become more highlyv automated and thus large numbers of once
perﬁanéntlfiemployed workers have been displaced. This situatioﬁ, along
with ;he seasonal employment problem that has plagued th; éommnnity for
years, has resulted in an unusually high unemploym?nt rgte among Blac&s
and Mexicans. During 1964, for example, the commﬁnit& unemployment rate
varie’” .rom a low of 3.9% in Ocﬁober to 11.3%,in January. State Dgpart-
ment of Employment figures indicgté that in\ns month during 1970 did
the pefcent‘of persons out of workvreach the 11.3 figure of-196ﬂ, but
the low figure throughout the entire year hévered at the 8% level. This
'unusﬁally high unemployment and thé poverty which it engenders has cau-
sed considerable consternation-in the commﬁﬁify, particulariy in the
Blacklghéttos. This ;atﬁer dismal economic picture in £he sputh Sunny-
dale community is one of the principal reasons why mﬁny members of the

minority community complain that the white middle clags dominsted in-

stitutipﬂg‘of the city are unresponsive to the needs of the poor.




This querulousness of leaders within the minority community in re-
garé to the responsiveness. of local institutions to the needs of resi-

dents in south Sunnydale has recentlj begun to have an impact upon the

political structures of the entire community. . For & number of years

the ci?y government, for example, has been controlled by a group'or five
cbupéilmen, each of whom represents one dist;ict within the community
but who is elected by the citizenry at laige. This structural arrange-
ment has allowed city council candidates to be elected as represent&tives
from the south Sunnydale districts laggely oy the votes of the
more numerous middle class citizenry, most of whom reside in-the nor-
thern sections of the city. This situation, along with the heretqrore
negligidvle participation in community affairs by South Sunnydale resi-
dents, has made it possiﬁle for the professional and business elite of
thg city to retain nearly complete control o%er those political struc-
tures that exercise administrative and coercive powers over the com-
munity.

The\increased milltancy in the Black and Mexicen communities has
not fundamentally affected the power relations within the community as
yet, although’recent organizational and electoral efforts by several
minority groups suggest that some changes in the political structures
may éccur within the immediate future. After the 1969 city council elec-
tion, for‘example, minority groups stepped up their attack against the
city charter provision that stipulates that city councilmen are to be

elected from tne community at large. Although meny officials in local

government, have contended that the election of councilmen by districts

(o
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would be ‘tantamount to a return to cofrupt ward.politics, some nowly
elected officials from the middle class suburbs have recently given
support tQ there proposed changes by minority leaders.

The only major poiitical unit within the community that has had
significant minority representation on its goverﬁing board is fhe'local
Unified School District. Recently, the only Blgck member of the board
failed to seek re-election, allegedly because'othef school board candi-
dates who were expected to be elected strongly opposed a school deseg-
regation plan that the board of which he was a member had previously
adopted. The only other board member of minority extraction, a
Mexican-American, was electéd with considerable wpite middle class
backing allegedly because his own personal orientations tended'to
parallel those‘of his constituéncy. Ot;er-than this limited minority .
representation on the school board, all other cammunity pqlitical

structures are daminated by white middle class professional and

business leaders of the community.




Chapter §

THE SCHOOL SETTING ‘

Sunnydale High School, the ACSP-RP ethnographic research site, 1s
located 'in the south central section\of‘the community. The school itself ‘
is bordéred on the north and east by two major state highways, each of
whiéh carries such an inordinate amount of heavy traffic that
the noise generated by this intense activity makes the site a decidedly -
unappealing location for a public schocl. Arodhd the southern and. south-,
‘_western perimeters of the school is a modest, yet.well-kept, residential
ared populated by many families whose high-school-aged children attend
Sunnydale High. Another broad but less trave}ed‘street at the northwest
corner of the property separates the school from several.parcels of land
that are only partially developed. These tracts of land, spdrsely dotted
by a few homes and commercial establishments that. deal principally in agri- N
cultural machinery, are all that lie between the gchool and the great expanse
of "delta" farmlend to the west.

”Thg school plant iﬁself, originally conﬁtructed,in 1942, is built upon
a LO-acre plot of land.  As the map of the school on the following page
illustrafes, a majority of the classroom facilities are located in the
northeast corner of the property within 100 yards or so of the intersection

of the two state routes. The main entrance to the séhool is located on the

eastern side of the building which 1uns parallel to State Route 5.
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The southern end of this administration building, as it is typically called, .
housesAall administrative and counseling facilities, thé_remaining space
*Sasveing utilized by the business department., As one passes:through the main
entrance to the schéol, the office of the principal and his staff is«directly
ahead at the end of the short hallway. The attendance office is situated
in.9 large room in the southwest corner o? the building and the rather \
cramséd facilities of the vice prinﬁipals' offices are directly across the
hall in the soﬁtheast corner. fhe largest and most frequently used teachers'
1ouﬁge is wedged between the ofi}ces of the vice principals‘ on one side and
a displaced typing classroom on the other. Most of the counseling facilities
are located across the entry way aloné the eastern side‘of‘ﬁhe building..'
Aside from the modest~sized reception area, rarely of suffici;nt room to
accommodate pupils trying to enter, the entire counseling complex is an
array of cubicles, barely large enough to accommodate one counselor and his
counselee, ,

In addition to the classrooms of the business department, a
second ueachers' lounge is tucked in a small niche near an entrance to the
northwest corner of the a@ministration building. This smaller lounge,
altﬁough used as an eating facility by a sizeable numbef of the faculty,
is shared during thg school day by those relatively few teachers who da
utilize their preparation periods tovﬁrepare lesson plans, correct or evaluate
pupil work, or attend to other classroom-related matters. '

To the west of the administration building, and connected to it‘by a

series of walkways, are five classroom buildings. This complex houses a

majority of the academic departments, each of which has been purposely ;

f
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assigned to a specific éectiop.yithin each classroom wing. The southern- \

most wing, for exsuple, with the exception of one hohe;aking classroom \
located in the northwest corner of the building; and an art ciassroom ' \
adjacent to it, has been set aside for use by the social studies de-
Dartment. B | .

;o \

The‘hallways orrcovered'walkways that iead paﬁ? or th?ough each of .
theée classroom wings opens into Tolman Hallg an unusually loné corridor
of perhaps 109 ydrda‘inklength with a very high ceiling. The walls on
each side of this enormous hallway~are lined with literally hundreds of
‘metal locker; ip which students store their bpoks and personal belongings.
Tolman Hall is a favorite place for students to meet and converse with their
friend; befo;e school and duning passing periods, especially on those days
when the weather 18 too pbor for students to be outside. Because of its
size, poor acoustics, and the large numbér'of students that regularly
congregaté in the area, Tolman Hall is usually quite noisy. It is, as all
persons in the school readlly acknowledge, the place where one ﬁay find the
action.

The northwest corner of the school property houses the cafeteria, shop
facilities,‘ahd a number of portable classroom ﬁuildings. The cafeteria
complex, most frequently-‘entered from the northwest corner of Tolm;n Hall,

* contains eating facilities for both teachers and students. In keeping with
custom, hoth food distribution and dining faciiities are completely segregated
withﬂteachers receivinglnot only better cafeteria service but a wider menu
Relection as well. The shop facilities are northwest of the cafeteria,

housed in buildings that are parallel to State Route 14, Directly south of
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.the shop buildings and west of the cafeteria are the témporary classrooms,
or the "portables" as they are called. Most teachers yhogoccupy these
facilities feel quite privileged not only because the portables offer the
only airuconditioned relief'fromﬂthe vecasionally hot days of late spring
and early fall, but also necause they are or sufficient distence.awqy
from the noise and frequent disruptions that emanate!from Tolman fall.

The school gymnasium and the physicsl education dressing facilities
are located toward. the southern end odeolmsn Hall adJscent to the playing
fields which occupy the great expanse of land between the gym and the street
vhich borders the school on the northwest. The school football stadium is
located~dn the southwest corner of the school. In the last few years a
new modern scoreboard and several hundred new seats have been added to
this facility.

Unlike the parking facility adjacent to State Route lh, the parking lot
in the southeast corner of the school may. be used by students as well as by
the faculty. This lot, with its gate irregularly guarded by a student >
attendant, is officially off-limits to students during the regular school
day, but once school lets out, there are usually dozens of students loiteringcw
in the ares talking with friends. *Kécording to local school and police
authorities; drugs are regu.arly peddled to students in this particular lot
by "outsiders! who frequently drive onto school grounds after the closing
of .chool eaoh day.

With .he exception of the ares adjacent to the sym and music buildings,

the large plot of grais separating the parking lot from the classroom building

)
A




70-

to the west as well as the courtyo.rd in front of the school are rarely used
by utudenﬁs. On occasion a few atudents may be obsepved eating their
lunches in the courtyard, but as a rule these areag are ignored by stud;nts
as places in whioh to meet and converse with friends either before, during,
or after school.:

It is wityin the confines of these praical facilities that approxi-
mately 1,650 Sunnydale High pupils receive their formal education. Ihéofao
as the age and sex structufe of tho Sunnydale student body is concerned,
the composition_of"the school popuiation is‘quite compardble to most public
high schools. Table 6. l for example, indicates that the tenth grade, or
sophomore class is the largest numerically, with each succeeding grade
level having fewer students. This larger sophomore class enrollment can
. be attributed to the greater number of junior and senior students who are *
of legai age to drop out of school. Sunnydale high also has special programs
for the physicaily and educationally handicapped. Qf the seventy-two pupils
assigned to these special programs, a maJority are enrolled in the mentally
retarded program, éhe rest beiog assigned‘to the special classes for those

students with speech and hearing difficulties.

Table 6.1

SUNNYDALE STUDENT BODY ENROLLMENT AS OF OCTOBER 31, 1970

Grade level Boys Girls Total
Tenth grade . 311 278 589
Eleventh grade 2h1 . 285 526
Twelfth grade 243 231 - L7l
~ Special program for handicapped L6 26 T2
Continuation classes 13 5 18

Total 854 825 1,679
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In addition to the regular and special education programs Sunnydeale

has establiahed an opportunity" class for those pupils experiencing = .
problems in social adjustment. Most of the students assigned to this }
class have had poor attendance records although in recent years a nuﬂber
of students who have posed severe discipline problems for teachers have
been'enrolled in this class. This 1étter ionovation is a result of tho
district continuation school, the facility at which those pupils suspended
from the regular school program ‘are educated, exceeding its 1egal maximum ‘
enrollment. Thus, some pupils who would ordinarily be assigned to the .
vreguiar continuation sthool have,been;placed, much to the consternation of
many faculty members, in thé "opportunity" class located on the Sunnydale

" school groundé.

Altﬂough the racieil and ethnic composition of the Sunnydale student

body has been highly heterogeneous for several years, school population
data compiled by the district administr&dme staff auggests that the already dispro-
portionate numbers of Black and other non-white students at the school will

- continte to grow in the immeoiate future. Table 6.2, for example, which
reflects changes in the racial and ethnic composition of the Spnnydale
student body over a period of onlx two years, indicates that the number of
Black and other non~white pupils -has increased considerably. Although the
number and percent of Méxioan students has remained relatively constant

‘over this two-year period, there has been a sharp decrease in the number
of whlte and Oriental siudents, most of whom are mov1ng to the suburbs in
the north .-ith their Darents. It is also 1nteresting to note that since
1965, the percent of the Sunnydale student body that'is Black has increased

from 24% to 35,8%.
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y ‘ , /
Table 6.2

ETHNIC AND RACIAL COMPOSITION OF SUNNYDALE HIGH SCHOOL STUDENT BODY )
Racial or ethnic Percent%ﬁs of Percent as of  Net change

. . group | December 2, 1968 October 21, 1970  (percent)
Spanish surname - 35.3 3’1 -0.2
Other White 114 10.3 -0.8
Negro 0 33.8 35.8 42,0
Oriental 10.8 10.0 . =0.8
American Indian 0.2 0.3 -0,1
Other non-White 8.8 9.3 ' +0.5

-

Over the past few years, as thg more affluent white population moves
northward) leaving Sunnydale with a growing percentage of minority pupiis,
there has been a decrease in the socio-economic position of faﬁilieé wh$ o
send theirrghildren.to the schéol. As can be seen from Table 6.3; the
median famil& incbme of Sunnydale High students is only $4,748 per year,
'8lightly more than $2,500 per year less than their northern suburban school
countérparts. Furthe;more, ﬁhe average ievel of educationsl attainment of
Sunnydalé'pa;ents is a full four years below that of parents who send their

’

children to North Sunnydale High.

6]
Table 6.3
SOCIO-ECONOMIC CHARACTERISTICS OF FAMILIES WITH CHILDREN
ATTENDING SUNNYDALE AND NORTH SUNNYDALE SENIOR HIGH SCHOOLS
Median |Families under | Median % Housing ] |# famil:es
family [$2,000 per year | sch. yrs. delapidated or|Students|rec'g public
income No. % completed | deteriorating [on AFDC [assistance
S 1 b
nggyda ®18u,748 | 1,469 |18 8.1 10.0 36.3 21,0
North ' 5
Sunnydale | 7,254 635 4 12.2 0.b 2.9 1.0
High ' .




73

Academic and scholasticlaptitude test data compiled by the distric%
‘director of reeeeroh reveals that Sunnydale pupils score well below the
_norms on nearly every standardized test administered to high school pupils
in the district. Despite a drop in measured academic qchieveoent'and
scholastic potential of Sunnydale pupils over the past re§ years, “the
number of students going on to college has not decreased. Although there
has been a slight drop in the number of gstudents enrolling in the local
Junior college, an incréasing number of pupils are applying and gaining
entranoe to the state university and state colleges. Table 6.4
shows that there was nearly a fogr-fold increase in one year 15 the. number
of Sunnydale pupils enrolling in the state university and twice as many
students entefing the state colleges. This significant increase is largely
a result of renewed efforts among groups within the South Sunnydale commu-
nity to get capable minority pupils into college institutions, and of an
aggressive educational opportunity program operated by the various colleges
and universities within the state. On the basis of data avail&ble to

counselors toward the end of the l969770 schopl year, there is sufficient

~ - Table 6.4

NUMBER OF SUNNYDALE GRADUATES ENTERING COLLEGIATE INSTITUTIONS

Institution , 1966-6T 1967-68 '1968-69 | Totals
State university N T 27 38
State colleges® 5 8 17
Other l-year colleges* 2 2 . 3 T

Junior colleges
Total e'nt}(ering

Percent of graduating
class

*Data incomplete
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evidence to indicate that an even greater percentage of Suﬁqydale stuc :nts

will pursue a college education if Educational Opportunity Program funds

continue to be readily avajlable.

| To carry‘out the instructional program at Sunnydale High, a total of
eighty-sevep proféssionai staff members have been assigned to the achﬁol.
The breakdown of the certificated staff ﬁy assignment and ae;-is‘giyen in
Table 6.52w Althoughfthe student population has increased only siightly

over -the past fivegyears, the administrative staff has doubled and the number

of teachers increassed by nearly one~third. The prlncipai reagon for the

Teble 6.5 |
: | ASSIGNMENTS OF SUNNYDALE CERTIFICATED PERSONNEL ° e
. . , * (Reported in full-time equivalents) 1969-70". L » ,
: . - - - (.
Assignments ’ . , Men ‘Womeﬁ 1 Total
Administration ' ’ . 1/ 4,0 » .8 L.8
Regular instruction o ' S 0.3 27.3 67.6
Suﬁervision’(inclhding any released time for A 2 - .6
department heads) .
Counseling : ﬁ 3.8 1.8 ! 5.6 .
Health services® o o ; ? l‘ ‘ e
Testing ' f o 1. .2 “2
Student activities ' - - ;
' Instructional materials o p
Other non-teaching assignments 2.0 2.0
Home teacﬂing | ‘ )
Spécial teachers for handicapped students “2.0 2.0 4.0
Other (iibrarian,fl.ﬂ; Eontinuation, 1.0) ‘ R )
Totals / ’ sh,T  32.1 | 86.8
*Nurses' timé supplied by local health:district (.5).
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siceabie increase in the numter of certificated staff ﬁembers can be

1

attributed to'a desire on thc part of the district administration to
. maintain control over an increasingly militant student populatio., many
? . : ‘ . .
of.whom have consistently"bressured for a number of changes in school

structures. Another explicit reason often cited ror the increase in

: teachers is the perceived need to garther reduce class size,: thereby

- "L

1mproving the quality of.instruction offered to pupils. As a result of

adding more teachers to the staff, by October 1969 lass size at Sunnydale High
vas twenty-seven puéils, or approximately five,per class fewer than in

North Sunnjdale High

' The age and racial cOmposition of the faculty has been significantly
affecteg by this -recent enlargement of the certificated staff. Since 1965,

for example, aﬁproximately 50% of all new teacﬁers assigéed to Sunnydale High
are in the 20-35 age bracket. ' This iacrease‘in the number of younger

teachers is also the principal reasoﬁ-why the average level of educational

attainment among the certificated staff has dropped slightly in recent years.

The significant increase in the number of ﬁinority certificated staff,
especially in the administrative and counseling categories, can be attributed

to a conscious effort on the part of the dlstrict admlnistration to obtain

v

a better rac1a1 and ethnic balance in all professional roles. In retent

i

years, nearly every new counselor and administrator assigned to Sunnydale

has 'been of minority extraction, and although there has been a concerted

éﬁeff%rt to attract more minority teachers as well, the data in Table 6.6

Jindicate only homiﬁal'success in\these effor}s. As of. 1969, for example,
‘ Ry

8L4% of g1l teachers were White, 6.5% were Black and 3nly 5% were of Latin

- o
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descent.

In recent years, the district adminietration has pursued a

policy of hiring former Sunnydale High students as teachers for #VP\“‘

purpose of motivating Sunnydale High pupils to go on, to college. This policy

-~

)
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Taple 6.6

ETHNIC gﬂé RACIAL COMPOSTTION OF SUNNYDALE HIGH CERTIFICATED STATF

. . Teachersﬁ “
¢ (A1l other B L

Racial or ‘. . certificated | All certificated ,
ethnic group Administrators Counselors  staff) | staff:

\ / ) B \ - | Percent of

- ) X . Number | total

White -’ 2 2 6l 68 "|. 7182 .
Spanish sur- ; ' ’
name 1 ’/' ’ i h . 6 6 . 9
Negro 2 3 ° 5 10 11.5
Oriental . . . 2 S 2 - 2.3
Other non-White o | 1 [ 11
Total '5. 6 76 87 .100.0

. h
’

has been quite successful as attested by the fact that three members f

the Socisl Studles Department alone are former Sunnydale pupils, \
7
In additionrto the professional staff, Sunnydale has a classified staff

‘of thirty-six persons, fairly evenly distributed between clerical, food

ser#ice and maintenance functions. Table 6.7 reports these various Job

clasqifications and the number of individuals a331gned to each. For each
of these three fairly autokgmous occupational roles, there 's a 3upel visor
who coordinates the activities and evaluates the performence of his sub-

ordinates. Fach supervisor reports directly tc the principal who, in turn,

May pass on to the supervisor instructions that pertain to various tasks

&3
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for hia’ staff to perform,

Tuble 6.7 | .

~
THE SUNNYDALE CLASSIFIED STAFF
" (Assignments reported in full-time equivalents)

¢

Classification . MeR  Women | To
Clerical 11 1l
Custodial and gardening | 11~ .75 0 | 11.75

4 . .
Teacher aides
Cafeteria 11 11
Maintenance 1 1 ) ‘
Traffic deputy 1l
Totals o 13 22.75 35.75

Because of the nature of the school structure and the dissimilarities
ig the role duties of the clausified aud certificated staff, tﬁere is very
1ittle “interaction betireen teachers apﬁ those who provide other institutional
service fﬁnctfons.. With the exception of the seérethries and'clerks in the
. administrstion and atttndance offices firmly established avoidance patterns

exist between the classified and certificated staff, and a major.ity cf

teachers know the names of only s few persons in non-teaching roles.
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Chapter 7
PSYCHO~CULTURAL ORIENTATIONS F £:'00L PERSONNEL

The prece@ing déséfiptions of the schocl and of the ;ommunity in
which the school operates provide broad éluea to the genequ character-
istics of the psycho-;ultural orientations of community residents. The
specific task in this section is to map out the general peréun7lity/
cultural orientations of school jeraonnel and to compare the beliefs
of different schooi groups. Once these are outlined, the stage will
have been set for an analysis of the manner in which these underlying
orientations are manifested in the relationships between groups with-
in the school.

The manner in which men relate to others in cultural institutions
depends largely on their conceptions of nature, of the plaée of various
groups in it, and of the desirable and non~desirable as they relate to
both man and his environment. In this study, several dimensions of the
belief/value and personality orientations of teachers, administrators
and pupils were considered relevant and studied in deﬁth. 0f special
interest were beliefs about people differentiated by ege, race, éthni-

city, inherent abilities and social role; beliefs about teaching and

.learning?procgsses, and finally, beliefs gbout specific aspects of the

school curriculum and role structures. Both ethnographic and psycho-
logical test date were collected. Consistent with these research gonls,

all éxplicit and manifestly implicit statements of pupil and teacher

78
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beli;;smﬁnre coded into the appropriate categories (delineated in the

coding manual) and later retrieved for analysis.

i

BELIEF/VALUE ORIENTATION OF PUPILS ‘

Analysis of the ethnographlc data clearly reveals that pupils
have a highly elaborated structure of‘BEIiefs'about general character-
istics of Sunnydale students. Although the student hody itself is
highly heterogenéous in its racial and ethnic complexion, many pupil
beliefs cut across racial and ethnic lines. Table 7.1 delineates those
Aperceived characteristics of Sunnydale pupils.

In general, Sunnydele pupils believe the student body to be highly

segregated on the basis of race and ethnicity and although intra-group

relations tend to be sufficiently amiable, they perceive the existence
of considerable inter-group hoatility. Many puplls express the view
that inter-group friction ought to diminish and that the various minor-
ity racial and ethnic groupa should, as they say, "get it together:

On the other hand, Sunnydale pupils of minority extraction insist that
they should organize themselves to effectively advance the interests
and maintain the cultural integrity of their own racial or ethnic group.
Theée collective efforts are perceived as requiring at least séme Alid-
mal degree of,participation and cooperation of alls in-group members‘
and it 1s generally believed that pressures must be applied to those
who threaten the viability snd cohesiveness of their own group. Among
Black pupils these views were commonly expressed in conjunction with
complainte about one of the Blaék vice-principals; whése behaviof fas
parcoivéd as @etrimental to the interests of Black students. Two ex-~

amples, one of graffitl in a boys' washroom and the other of comments

b’r
i}
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Table T.1

+ INHERENT AND BEHAVIORAL CHARACTERISTICS
OF SUNNYDALE PUPILS AS PERCEIVED/ BY PUPILS

)
‘

Characteristics

80 -

Number of Students

Mentioning (N = 107).

Too much fighting; don't g.t along good, no respect for differ~
ent kids; Vi'.es (Sunnydale yipils) just like Vikings -- always
at'eech other 8 thrqats too many pgnke bull;es. ‘

Want good education; want to do well in school; desire to get
into college, get ahead, succeed in school work.

Kids don't mix; not integrated; races stick together; school
cut up by race; blacks atay by themselves; don't vant other
kids in ethnic clubs; don't want integration; pre"sure to
stay in own group.

Come to achool to meet friends; participate in clubs (Business,
GAA, Afro-American, Zee, etc.)

- Deliberately break rules; always disobey regulaticns; kids

always: smoking in halls, cutting class, crap shooting in
restrooms end. Tolman Hall, standing around parking lot.

Friendly kids, good kids, interesting studeat body, like to
meet kids of different cultures, get it together good.

Dislike school, doa't care about what happens in school, better
things to do than come to school.

Disrespect or dislike teachers; give teachers trouble; stab
you (teachers) in back if they had a chance, can't stand the
faculty.

Cone to school for sports, like athletic program, dig track,
good athletes.

Don't want to perticipate in (or don't care sbout): legie-
lature, student government, "Vike" activities), school activi-
ties, clubs. ‘

School spirit dead, no pride in school.

Wan', to end division between races, integrate, stop polari-
zation.

Want something for nothing, no ambition, won't work for what
they want; lazy, all mouth and nu ac¢tion; Just want to do
"their own thing."

Have pride in 3chool, think Sunnydaele is best, like school.

‘frashy, maxe cafeteris look like pigpen; maké Tolman Hall
look like dump, dirty kids, write all over the walls.

&1 ( »

43

36
32
a7

27
27

23

22

" 19

16

11

11l

11

10
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rglated by the vice-principal, suggest the:frequency and force with
ﬁwhich these convictions are expressed: OQ one of the walls someone,

in all probdbilitﬁﬁa student, hed ﬁyitten "B_ _____~is an oreo." This
derogatory‘referegce to the vice-principal implied that although she
has black skin she thinks Qnd actg-like a wvhite. Above this st;iemént,
someone else had‘penciled in the words "trator (sic) go Black people,“
with an errow pointing back to the name of the administratcr. AdjJacent
to both remarks,-and obviously intended to apply to those written prév-
1ou§1y, "right on" had been inscribed with a black felt pen. - Finally,
an obscene remark had been sarf;bled at the bottom. lThis comment under-
scores the contempt expressed by many Blaék pupils toward Blacks who
are believed to be\a threat to'the unity of the group.

Several weeks later the investigator was interviewing a teacher
about the manner in which he intended”to use an attitudinal test when
the Black administrator referred to in the graffiti sat down nearby.

A few minutes later, she intervened in the interview as follows:

Teacher: What you do is give this to both White and Black kids.

You see—here (péinting to a notationdat the top of the
/ test? that this is designed fo? Negroes.

Administrator: (intervening in the discussion) I don't like the

way you oaid that. |

Teacher: What did I say?

Administrator: It sounded like you said '"nigras".

Teacher: Oh, no. I didn't mean that if that's the way it sounded.

We were Just reading the form to be filled out by Blacis.

‘Administrator: Well, I'm,a Neg;o. (Prefaring to leave the room)

You know whet the kids say ebout me. I'm white on

&7




the inside and black on the outside.

1

Didn't yoy know that?

Interviéwerf Have any students actually told you that?

Administrator: - I've had kids tell me that right to my face. 'There'sk
nothiﬁg I can do*eboux it because they.don't care |
_if they get suspended anyway.

These observetiona reveal the frequency with wvhich minority studenta
in general, and Black students in particular, express the belief tnat |
members of minority groups, whether teachers orrstudents. ought to work'

- together‘to facilitate the cohesiveness of their\minority 1dentity anﬁ
sub-culture. | |

.According to teacher reports, Mexican-Americans rarely discussed
any need te foster ethnic pride or to actively work to reinfofée and
perpetuate Mexican cultural patterns. In rv.cent years, however, the
Brown Beret movement and the unionization efforts of CaliforniaAfarm
workers, a large percentage of whom are of Latin descent, hawaprofoundly
affected Mexican pupil attitudes towards their own ethnic 1dentity. This
change of heart in the Mexican pupils at Sunpydale was frequently ex-~
pressed as the school year progressed, particularly during the prepara-
tions by the Latin-American club for the Cinco de Mayo celebration. Sev-
eral of the more militant Mexican-American pupils felt that the club
had 'not done enough to assert its members' Mexican identity. An inter-
view with one of these students -- held just a week before the celebra-
tion -~ suggests their attitudes:

Interviever: Why do you want to take them down? (Club posters

hung in Tolmen Hall)




Student: : We're not really against the thing. We Just don't vantlﬂ

people referring to us as Latins that's all.

Interviever: ﬁﬁat islvronq with the term "Latin"?

Student: ‘Look, most all of‘the kids here are Chicanos. That's
what we are. Piactically nona oflfhe'kids came from

. .anywhere else besides Mexico, or at least their parents
dia.

Intérviewer: How do the othe? Chicano kids feel about being calle@

Chicano? .

Student: It doesn't matter to most of them except maybe _____ and
. TIt's just that teacHers have called Mexicans Lat-
ins and so that's what the:cIUb is called (Latin-Amer-
ican). We all agree anyway that Chicano culture shouldn't
be put down but we Just want to be called what we really
are, Chicanos. .

As a consequence of these beliefs about the differential nature of

man, the uniquenese of the minority culturai experiences and the need

to reassert and reinforce one's own subfcultural Ldentity, Sunnydale pu~-

. pils believe that educational experiences must be tailored to meet their
own unique needs'and intere;ts; An analysis of the dats compiled for
Tables 7.2 and 7.3 makes it clear that pupils believe the curriculum that
has served'the needs of middletclass, predominantly white, suburbdn schools
is not relevant to tneir needs. And they feel effor£s to impose an ir-

relevant curriculum on pupils will lead to increésed friction in teacher-

)
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Table T.2

INHERENT AND BEHAVIORAL CHARACTERISTICS OF THE

CERTIFICATED STAFF AS PERCEIVED BY SUNNYDALE PUPILS

' . Number of Students
Characteristics ' _ B Mentioning (N = 122)

2

Too strict on tardies and attendance. Enforce unfair _ 56
tardy pol#cy.

Bad relationshgps with kids, don't understand kids (minority)

don't care about and can't get nlong with students. Not sym- 55
pathetic, don't communicate with kid&, try to dominate minority -

kids.

Boring teachers, teaching bad, need to do things differently, 39 .

won't try out new idess, always telling kids the way it is.

"Blue-slip" for everything, too hard on discipline; give too 34
many suspensions, throw kids. out for nothing.

Poor V-P (Black-female); doesn't like kids; "Traitor": to blacks;
too strict, does what higher ups tell her; hated by kids; 29
whitey's woman. -

Good teachers (science, sociel studies, coaches, Self-in-

Society, English); nice teachers (younger); want to help ; 26
~out kids. '
Enforce silly, stupid, dumb rules (dress length, policy on 17

pants, staying out of parking lot, eating in halls or class, etc.)

Give too much homework, teachers expect too much from kids, 17
want us to work every night.

Not strict enough; let kids get awéy with everything; pushed 15
around by kids; afreid to crack down on troublemskers.

Teachers don't care sbout or support student activities; ‘don't 12
like student :clubs (BSU). :

Need more Black, Chicano teachers, administrators, counselors, ‘ 12
downtown (central district office).

Treat kids like they are stupid;_dumb, don't respect kids. . 10

Favoritism by deans (Black-male); favors Blacks, always "jf&in" 9

with Black kids. L .

Need new principal, get rid of principal. : - 9

Afraid of kids, scared to stop fights, "rumbles". | 9
Qo " _ I}U |
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Table 7.3

PUPIL BELIEFS ABéUT SCHOOL CURRICULUM STRUCTURE

Characteristics .

Number‘of Students

Mentioning (N = 106)

Too many uninteresting classes boring classes. Classes
put kids to sleep .

Should have better, more interesting or new class activi-

ties; do things outside of school not Just inside; should
have more fun things to do or work on; need more variety
in class.

Need new courses (Black psychology, psychology, speed

, reading, computer programming, sociology); should have

more courses like: speech, senior biology, self-in-
society, Black studies, Brown studies.

Good athletic program;. football, track program best

around; good GAA (Girls' Athletic Association); best
sports program in Valley.

Materials books or magazines uninteresting, out of
date or too 0ld; need better movies, new movies.

Interesting or good classes (includes all references
to courses except physical education, team sports, speech)

)

Lunch periods too short; not enough time to see friends, eat.

Bad language department; change way languages are taught
worst or most boring classes in school.

Boring homework; nobody does assignments; stupid assign-
ments.

Need more emphasis upop: minority culture; Blacks and/or

. Browns; Black literature; community study.

Interesting speech class; best speech teacher in the league;
class open to everybody; good’speech program.

Too many kids left out of sborts, coaches cut down squads
_too much; bad eligibility rules; sports program Just for
"gocd athletes.

Get rid of grouping; classes should be mixed; shouldn't
separate out the fast and slow kids.

R
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- , "~ pupil relationships. A few responses fram classroom interview will il-

+

lustrate theaé points: Cos '

Interviewer: Weli,'if the students are tired of all the disrup-.

tion.ip Toim&n Hall, vhy don't they do’ something
. dbout 167
" Student 1:. Man, there's unothing you can/do sbout it. There's
~ 600 many,kid; vho want to burn this place down. You
N - - sgould y?fe been here last year. ‘The whole place
nearly ﬁent‘up. | ; a
Interviever: What's the problem?. .
Stugent 2: Kids cén't stand this plhcé. Too many teachers here
”Jugt want their own thipé; Never mind vwhat .the kidﬁ
vant. "This year I got‘zgé; Jones for English and she
let us_ repd Cléaver, James Baldvin, Malcoln X and stuff
like that. But you know what happened? One day I hed
' Soul on Ice n Mr. Martin's class and he sayslhe'don't think

. 5 ,
the bock's approved. That's what I mean. Just more

shuck is what a lot of teachers want to give us.
Student 3: (interrﬁptiqg) Not ever&bo§y. Some kids ain't down
on all teachers. Like vhen Mr. Myers got it in the

face, Everybody-vassorry because he's one of the

best teachers in the school.
| Student 2: I didn't sey all teachers, Adelle. |

Interviewer: Do you think that most students agree with these

views? _

Student 4: Most, ‘

:

, ] I
Student 1: Not everybody. There's some kids that would stab you

in the back if they got e chance. Not only that.




Student 1: 'Twélve years of this and then no Job. Why shouldn't
_they be mad? -
Interviewer: How do each'of you as individuals feel about the

courses that are offered?

/

Student 5: - They}re preéty good. We got part §f what we wanted
last year. We just need better'teacherg.—
Student ‘Yeah, get some‘youngef'teécﬁérs and sbme'mo}e Blacks'
~and Chicanos --:hot just in the office. Teaéhersvié
. the proﬁlem.f
Interviewer: Aré You sayi?g that the basic problem is due to.the
. teachers rather thah the‘pourses that you can take?
Student 6: Well, we‘ggt.eéhn;c studies now but we need more elec- =
! - tives like maybe ﬁlack and thcano psycholééy. Most
| of the tfouble-thdugh,is between kids and the teachers.
There's lot of bad blood around here about that. Kids
don't like the Yay they teach -~ at least some of them.
Aside from these comments, there is a wealth of additional data to il-
lustrate the pervasive belief among_students that teachers are generally
unsympatheti¢ to their educatiounal needs and interests and that many
of the educational experiences structured for them are not.suited fof
: o ;Sunn;ﬁqle“pupils. In the student.;%ction of the recentl&'compieted
school sgcereditation report, for example, one of #he'questions asked. ;
the twelve studiat répresenﬁatives on the committee pertained to thqqe
things about the school that pupils believed needed to be changed 10 oF

the twenty-two rebponses recorded four different students mentioned

| that the foreign language department needed to alter its course offerings.

[




"Although the specific changes deeireq by pupils were not aelineatedfin :
the report, one Mexican girl's comment on her Spanish class ‘Buggests

its place in the_problem of a "réelevant" curriculum:~-"It'e ny hardest
class. I can speak Spertish but Mr. Williams makes us learn it differ-'.
ently We don't .talk like that but he thinks we have to learn it his
vay. I know that a8 lot of kids. don't' know how to write it 80 they don't |
do so good in class but he treats everybody like they're dumb Nobodf o

l

else talks the way he does 80 why should we have to learn everything all
overy" Y
As one night expect, these pupils’ heliefe about teachers and school
are intimately related to the belief'that the white middle cless in Amer-
.ica attempts to dominate Black and Chicano cultures. The view is fre-
quently expressed, for example, that whites make few attempts to under-
stand either the cultural heritage of minority groups or the contribution ‘
that each has_made ©0 American culture., There is considerable ethnographic
.data to indicate the pervasivenes§ of these beliefg, but within the con-
text of this report, perhaps the most interesting illustrative data’was
provided by one of the ACSP teachers immediately following a presentation
~ of one of the lessons in PATTEhNﬁ: |
lTeacher: I.hed a trying experience. this morning the second hour.
We were on the status and role lesson. I projected the
acetate showing the. policeman on the scrzen and several
o of the Black Kids started yelling "pig."
Interyiewer. What finally happened? ,

Teacher: This one girl yent into a tirade about whitey pushing

' ( ‘
- Black people around; sbout Williams (Black city council:

D I | e
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N
&Téacher:_‘éandidate) pot getting ;igcted and all this otyer stuff,
Then I asked.her vhat she had done to help him get elec- -
: , -
' | . : ted and she couldn't say agytﬁing. Finally, ons'ngiican
| boy said, “I'm"sick of hearing all of this stuff about
(whitey"' and he valked out. I alfo got tired of listen-
! ing to hef and I told her to sit down and shﬁt up. Never-
’ " o ‘ o theless the wkole episode was a trying e erience.
Interyigver: Have'other Black kids expressed similar vie;s?
Teacher Oh, sure.. But it's ‘the first time I had to cope with this
. ﬁiﬁd of situation in my class. ﬁe did have some étudeﬂta
saying this kind of thing last year too.
] Thtervfewéf: Do you mean duringuﬁhe spring disorders?
Teacher: ’Ies; Tﬁere are maqy.kids whé . ~el.this ‘way but I hope I
| | don't encounter this ki;d of situation again.
"Thé conf;gqxhtion of pupii beliefs about séhool structures'and school

_ groups has beep summarized in Table T.4. These data indicate that Sunny-

dale pupilé perce}%e the school system as responding inappropriately to
their educational needs. Furthermore, they percéive the student body it-
self to be conflict ridden beéause of the sharp cleavage between the va-

N rious racial and ethnic groups, and althougg they view this friction as
undesirable, fheyjpersist-in éxpressing the bglief that members of each
minority group must band together to reassert{;heir racial or ethnic id- }'
gnti;ies and to pressure institﬁtional structures t§ respond appropria-

-tely to their”peréeived ﬁgeds and inﬁerests.

- -+ In order to obtain data that would permit an analysis of pupil val-

ues, three psychblogical inventories were ad?inistered to Sunuydale pupils.

» l . ' “\" ‘ ) /r
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Table T.hW

‘ ‘ o SUMMARY OF FINDINGS: PATTERNS OF PUPIL BELIEFS

+.Beliefs about Pupils

'

\f“«" :

, ,Eeli efs about
Teachers’>and Administrators

Bellefs about School
Curriculum Structure

Ségregate selvés By race or
ethnicity

Want more emphasis,upon mino-
rity sub-c) ture in school
curriculum

Adequate pupil rapport within

groups; much intergroup conflict

Want to achieve; get good
education

Viev educational experiences
offered by teachers as irrg;e-
vant

Come to school mainly to: meet
friends; participate in sports
and clubs

Don't get along with certificated

staff

Do not participate in student
government

Little respect for Sunnydale
or for school property

Unsympathetic to educational
needs of Sunnydale students,
especially minorities

Offer uninteresting and/or
irrelevant educationsl ex-
periences

Try to dominate pupils via
harsh and unjust disciplinary
practices

3

Don't try to achieve harmonicus
teacher-pupil’ relationships

Good teachers limited in
number

—————

 respects:

Inadequate in following

Uninteresting or irrele~
vant courses; not enough
active pupil participetion;
insufficient number nf
course offerings, especial
electives

Unique educational exper-
iences required for mino-
rity puplls

Need more emphasis upon
minority pupils

School athletic and speech
programs provide meaning
educational experiences

Language department, in
particular, needs changing
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"As the design of the cognitive studies called for establishing corre-
lations between certain cognit;ve and non-cogaitive (i.e., SE3, persona
ality traits, etc.) varidbles, these inventories were administered to-
-studentsWin conJun tion with a batiery of other tésts that were related
directly.to the evaluation of the PATTERNS course.. Each of the three
-inventories the Gordon Survey of ﬂersonal Values (spv), the Gordon

Survey of Interpersonal Values (SIV) and the Californiu Personality In-

o /" ventory (CPI) were adm‘nistered to all project pupils at Sunnydale High

>

School. IPupils enrolled in the PATTERNS course iq\the suburban school
across %own also took these teésts along with.seIecté&*clgsaes of pubils
at othe «implementatiog sites in the sécoqd urban school district.

A few, remarks about the population sample aud problems associated

Y

wvith the administration of tﬁe various inventcries to Sunnydale‘pupils

must be -made before the belief/value and personality data are presented
~ \ .

and interpreted. On the answer\fonms that corresponded to each of tﬁé
thréé inventori;s, pupils'were provided spéce in which to indiéate bath .
-their~stpdent;IDcnuMber and gex. In addition to a breakdown of the data
by sex, the researcﬁ staff also wanted to be aple to sort each protocol

by school, teacher and the‘rqce or et?nicity of each pupil. Indicating
N . _,'| \
the school and teacher of each rupil on the answer forms posed no con-

trqversj or problem; however, yhe depdrtment chairman at Sunnydale stren-

“

uousiy obJected to a reguest Ly the research staff that pupils be asked‘
#to identify their race or ethnicity. Acutely aware of .the racial tensions

in the school and of the hostilities expressed by some of the‘pore mili-

tant minority pupils towerds standardized tests, he felt that a request

of this nature might trigger undue conflicts. In view of the firmness

IS
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\ .

of hia plea, the ACSP research staff decided against appealing the deci-

sion and consequently, was unable to obtain this highly desired infor-

mation. It is rather difficult to say how representative the sample
» N \ -
‘was Qf the entire Sunnydale student body There is some data to indi-

cate, however, that students enrolled in the course were more achibve-

’

ment-oriented and better adJusted to school than other sophomore stu-

dents who opted for the. regular world history course “or ethnic studies.

\
o

Although all four'classes were erogeneous in terms of the racial and

ethnic backgrounds of pupils, Orientals were disproportionately repre-

sented while Blacks were \inder represented.

[

The Gordon survey of PersonaiLVafLesl

oy

One's values deterpine the relative importance the individual as-

scribes to various activities and, often, goVern his approach to the prob-

lems of everyday living. The Gordon Survey‘of Persogal Values was se-
lected for administration to pupils. The six Values measured by this
particular'inventory are Practical Mindedness (P), Achievement (4), va-
riety (v), Decisiveness/(b), Orderliness (O), and Goal Orientation (G).

- The SPV consists of thirty sets of three statements each. As the

subject reads each of the three, statements in one triad, he selects the

-

"one statement that represents what 1s least important to him and the:one
statem::t that represents wnat is most nnportant to him. These choices the
individual records on an answer sheet that can be either machine or hand .
scored. Both the administration‘of the SPV and the scoring of each protocol
eorresponded to the standardized procedures prescribed in the SPv manual.

' The scales in the SPV are interpreted in terms of the items contained

in them as determined by factor analytic methods. The scules for the

-

. 1. Gordon, Leonard V. Manual for Survey of Personal Values. Chicago:

Science Research Associates, 1967.

Jy
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. 8ix personal values are defined by what the highest scoring individuals

value. Low scoring individuals simplyrdon't value what is defined by

- each of the scales. The derinitions of the six scales are as follows:

v

-

P - Practical Mindedness. To always get one 8 money 8 worth, to
R

‘ take good care of one's possessions, to get‘full use out‘of

B
bne's possessions, to do things that will ray off, to be very
L 4 . /
careful with one!s mofley. ' '
- * LIS

. -A.- Achievement: To work on difficult problems to have a challeng-
éj Job to tackle to strive to accomplish something signifi-
‘cant to éet the highest~standards of accomplishment for one-
- self, to do an outstanding Job in anything that bne tries.

'V - Variety; To do things that are new and different to have a -
variety of experiences to be able to trsvel ‘a great deal to
k]
£ g0 to strange Or unusual places, to experience an element of:

«|
danger. ¥

Y -

D - Detisiveness: To have strong and firm convictions, to make

decisions quickly, to always come%directly to the point to o

l QO

. make oﬂe s position on matters very clear, to come to a deci-

sion and stick to it. -

O - Orderliness: To have well-organized work' haoits, to keep things

~
D

in their proper place to be & very: orderly person, to follow
a systematic approach‘th doing things, to do’things according

to a schedule.

93
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. G- Goal Orientation: To .have a definite goal taward vhich to work,

to stick toa problem until it is solved, to direct one's efforts

tovard clear-cut obJectives to know precisely vhere one is:-head-

+

T ed 'ta keep one's goals clearly in  mind, »

It should be noted that the interpretation of the value data obtained
from Sunnydale pupils-is made by rererencﬁ to regional norms established
-for high sohool male and female students and to the norms established for’

pupils at other participating project schools. 5?able 7 5 depicts the mean

sqores for both male and females in the regional sample and indicates the |

o
differences from the established mean scores for pupils enrolled in the

PATTERNS course;at Sunnydale High. - - N
Among th ‘more striking featu?es of the Personal Value profiles for

ﬂSuﬂﬁydale(male (reflected in the score configurations in Table T. 6 the

-

sunmary of findings) are the consistently above norm sdﬁres on t?ose core f

L}

.Vvalues that have characterized traditional middle class American culture. '

\
.The relatively high scores on Achievement (A) and GoaL.Orientation (G),

for example, indicate that societal and familial institutions have 'suc-

Q

—— Sl » -

ceeded.ih;inculcating critical values ordinarily associated with the tra-

ditional "work. ethic." Another particularly interesting relationship as-w
pears between the. especially high score on Orderliness (O) and the very
f%w score on Variety (v). These data suggest that the independence and
freedom associated with Variety are pe(‘eived as threats to one S per-

sonal security and achievement These scores, in view of the moderately

high scores on Achievement (A) and Goal Orientation (G) tend support to

"Do your own thing" is highly restrifted: in meaning snd that the behavior

\
liug \

the hypothesis that, among Sunnydale es, the popular adolescent adage *




P e e T e e e T T e NN . L - 7 A i)
.'.f:‘ ' C - i . [
/ e . '
) ’ []
-\ R :
- © Table 7.5 S .
’ GORDON .SURVEY OF' PERSONAL VALUES .
. ’ [ o
£ 8 ‘ P ' .
. Differetrices' from High School Regional Means .
v \ ' b . - l
Varisble P A v b x o ¢
L ! . ’ T' ’
Male Regional L ‘ |
Mean Scores 14,5 16.6, . 14.6 1k.5 13.7 16.7
m.. 4 :' o N , X \
Bunnydale +.9 +1.0 =2y -5 +3.8 +.8
8 N “ N
Female Regional , .o .
Mean Scores ! 13.9 . 14,8 16.4 15.1 12.6 16.9
v . T\\\u‘l’.- . j ' . ,
Femsles X n ' “ ,
Bunnydale . +1.8 -i.T . =2.6 -2.7 N +4.7 +9 °
L, o a~ ' :
* _ ‘, o — IR
\
x.l\‘ -
0 ! 1 'L’ 1 ¢




’ ‘Table 7.6
y .
S OF SURVEY OF PERSONAL VALUE FINDINGS FOR SUNNYDALE
MALES ASED ON AN ANALYSIS OF THE INTERACTIONS AMONG SELECTED SCALES
Score Configurationa' : S Interpretation
Moderately Moderately . Very -
High Low Low: ‘ : "
A,G ' S Moderately high value placed on achievement a

v 1 desire to get ahead indicates effectiveness of
. institutions of society in instilling core values
' .- that have characterized-the American middle class

. v Idiosyncratic behaviors perceived as incompatidle
ST T _ - wvith attaimment of personal and/or group goals.
A . S Indicates very high value upon pergonal security.
. The systematization of the individual's behavior,
presumadbly according to prevailing group norms,
Yiewed as requisite to the achievement of aims
set for self,

P X High value upon an orderly, pragmatic, very
cautious approach to the problems confronting
the individual.

0 ' D Quick decision making entails unnecessary risks
' , that may pose serious threats to one's own per-
sonal security. A cautious, discrect approach,
V- more highly valued; such behavior perceived as
enhancing one's ability to cope with, and main-
/ tain at least some minimum degree of control
, over one's environment,

#Meanings-assigned to the- eolump(ﬁeadingsein Tables-6-- 9 are as follows: B
Very high = meansray scores of Sunnydale pupils +..5 to +5.0 above estdblished means.
Moderately high = mean raw scores 0 to +2.5 above established means.
Moderately low = mean raw scores 0 to -2.5 below established means.
Very low = mean raw scores -2.5 to -5.0 below established means.

* 3
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(

one exhibitslwhile striving to attain personal goals must fall within well-
defined peer group or sub-cultu~al parameters, )

The scores on Decisiveness (D), Practical Mindedness (P), and Order-
liness (0) lend support to the Preceding hypothesis and suggest that Sun-
nydale ma.lf view their world as a potentie.lly threatening, unstable Place
in which to live. The above norm scores qngractical Mindedness (P) and
Orderliness (o), for'example, indicate that high value is blaced on a cau-
tious, systematized and pragmatic approach to getting things done. And
the ordinariiy unexpected negative correlation between the scores on Deci

giveness (Dj and Achievement (A) is very logical if one believes that an
aggreesive, firm approach to decision-making is likely to result in in-
correct judgements that may have disastrous.personal consequencee. .
When the value profile qf Sunnydale femaiee is compared with that of
Sunnydaie males, a number of striking resemblances can be observed. For
example, fem§le scores on Achievement (A) .and Goal Ori‘entation (G) are
also slightly above regional norms and the relationships betweed/t;: scores
on Orderliness (0), Goal Orientation \G), Achievement (A) and Variety (V)

of Sunnydale males applies to Sunnydal femaleg_as well,(Tdhle 1.7 e It

ca? be poted, however, thet Sunnydale females scored considerably below
the norm on Decisiveness (D) and well above the norm on Practical Minded—
ness (P) and Orderliness (0). ‘These two scores indicate an extraordinary
concern about personal security; the females seem to value an even more
careful , methodical approach to daily problems than do their rale counter~
parts. o

‘ Y

A review of the SPV data presented in Tables 7.6 and T.7 suggests

that several core American values continue to be embraced by both Sunnydale

1o:

.6




Tatle 7.7

SUMMARY OF SURVEY OF PERSONAL VALUE FINDINGE FOR SUNNYDALE
FEMALES BASED ON AN ANALYSIS OF THE INTERACTION AMONG SELECTED SCALES

‘ Score Configurations'. - Interpietation ‘
Very Moderetelf Moderately Very R
High High Low Low
A,G Same_as interpretation as given forSunnydale
. . males. .
y / - N
o , v Sage interpretation as given for Sumsydale males
0 P ' Females value an even more cautious, pragmatic
. . § ' approach to daily problems than do Sunnydale males.
: Suggests a very great concern about one's personal
security and the maintenance of oontrol over one's
' . personal property and other aspects of the environ-
¢ - ment ] - . \
0 AP ) D ~ Very low value on an aggressive, firm approach to

decision meking; such behavior perceived as Bighly
threatening to personal security and to the eFtein-
ment of goals Bet for self. |

. , i
- L
/ v

LY

#See Table 7.6 for meanings assigned to column headings.
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males and females. These data also indicate that, to the eitent that

r “

a "do your own thing" orientation exists among Sunnydale pupils, the

cultﬂrally detined parameiers for individual behqwior are quite restric-
ted. Finally, the firm decisiqp-making orientation ordinarily associa—
ted with high value on Achievement does not exict among Sunnydale pupils,
" iqqic ting that'a careful, meticulous, sométimes‘vacillating approach to_
problem solving is highly valued for the protection it seems to offer.

. The CGordon Sur‘gy of\Interpgrsonal V’alues2 f '

v

This instrument/is specifically designed to measure six values, all
‘of wﬁ{gh involve phe-individual's }elationéhips t; other people or-their '
réihgyonghipq to him: Support (8), Conformity (C), Recognition (R), In- :
depengggbe (1), Benevolence (B), and Leadership (L). «
éhe SIV, like the SPV, contains thirty sets of yﬁ;ee statements each. ¥
. The subject reads each of the three szagements in qé; triad and then se;
lects the'one statement that repré;;nts vwhat ‘is most important to him and

1

the onefstaxement that represents what is least important to him. The
same procedureé“were employed to administer and sco;e”the SIV ac were used

with the SPV.

! . The def;nitions of the six‘scales are as follows:
S - Support: Being treated with understanding, recefving encourage-
ment from other people, being treated with kindness anf conside-
ration. ,

l c - Conformity: Doing what is socially correct, following regulations

closely, doing what is accepted and proper, being a conformist.

&
2. Gordon, leonard V. Manual for Survey of Interpersanal Values. ChicagO' Science
Research Associates, 1960 '
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‘low scores again suggest that the maintenance of grgup solidarity is highly ‘ .

100

@ )

Recognition: 'Being looked up to and admired, being considered

=
]

important,.attracting favorable notice, achieving recognition. n
I - Independence. Having the right to do whatever one wan's to do,

being free to make one s own. decisions being able to do things B

\ e

in one 8 own way.

.
L S - *

B -\Benevolence: Doing things for other people sharing with others,
) helping the unfortunate being generous.
: L - Leadership: Being in charge of other people, having Enthority

over others; being in a position of leadership or power,
The nost striking festure of .the interpersonal value prorile ror Sun-~
‘nydale males iz the ' 'spiking” or the elevated scores on Conformity (C) ana’
Benevolence (B) and the low to very low scores on all other scales, This '
indicates that unus 1y high vaiue is placed upon group solidarity and
conformity to group e ctations, thus supporting the data presented earljer
(pp 87-90). Note that the score (Table ..8) on Independence (i) is below
the established norm for college males. This score, as indi:ated by the'
interpretations'in ’I‘able 7.9, reinforces the conclusion that Sunnydale
males value amiable relationships with ochers in the groups to which they

N
potentially threatening to these groups. Table T.9 also indiﬂates that Sun-

belong ‘and that ‘the exhibition of highly independent behavior is viewif as

nydale males place little value on*Recognition (R) and Leadership (L). These

W
N

"~ valued and that the behavior frequently associat with high Recognition an%r

Leadership is perceived as potentially threatening to ‘the viability of the

group.
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Table 7.8 S
: s ‘ . .
T ) GORDON SURVEY OF INTERPERSONAL VALUES : !
* Differences from College Mean Scores -
Variable ° S C . R ' I : B
‘Coilogé' Male - : L : .
Mean Scores \ . U 12,3 12.4 19.3 13.6
o p . .

o > . . . \ " , /_,,
me' ’ ' ' ‘e ! /,/’
Bunnydale S =8 4l S -7 3.5
College Female , ' . . T
Mean,Scores M\ 17.8 14,2 12.1 16.2 - - -18.L
o : . - OE‘ . . : 5 P . .

. | 2N ' . o L .
Females / ‘ / . ' .
Sunnydale A -0 +3.1 -.3 +1.3 C 43,
. J ,
.\
. R}

\

( k)
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EA " Table ".9 | | L \\\
SUMMARY OF S"RVEY OF INTERPERSONAL VALUE FINDINGS FOR SUNNYDALE S N
Cy MALES BASED ON AN ANALYSIS OF THE o : 4
INTERACTION AMONG SELECTED SCALES
" Score Configurations® ‘ " - 'Interprétation

Very - Moder;te{; Moderately  Very | ‘

Mg _men . Iw e |

C,B . R - v . _ Unusually high value npon,conformitywtowéroaﬁ~u“ﬂrw_mm_m—;—:

S & ST T expectations; considerable emphasis upon main-
3 . - ' g . taining-amiable relationships among members of
i ‘ : ' . the same group; reflects a great concern for
: " personal security. = ' b
. : W v . A
¢ - I ' ' The freedom to do as one pleases  valued only
N S ' to the estent that the individual's behavioral
. : predispositions are compatible with group normg.

B o S e ) ‘ Greater value upon making personal contributions P /
‘ to others and to groups of which one is a mem- " Y
ber rather than receiving something for self. = ' i

Reflects the.rathef high value plaéed upon madn-
taining a loy individual profile within groups.
This is'consistent with the high value placed

‘ . g ’ . upon conformity and the great concern about
' | C ' personal security.

R,L

C,B Lo I,L . : ‘Aggressive, self-asgsertive behaviors ordinarily
’ ' : associated with leadership perceived as‘threat-
ening to the viability and cohesiveness of the’

group. :

*See Table 7,6 for meanings assigned to colwan headings.
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personally threatening place; which, in turn accounts for the high value S ey

o placed upon group solidarity, a low in-group profile, and non-aggressive

which seem most positively or negatively held by bupils.

103

¢

In a number of important respects, the Interpersonal value pro-

file for Sunnydale females closely corresponds to the profile for Sun- ’

nydale males. Table 7.I0 summarizes:the findings for Sunnydale females .

and points out the differences between males and females. : . ' .
¢ . .
By observing the correlations for-Sunnydale.males-in_Table 7.11,

it can be seen that the strongest negative correlation is between Va-

.riety on the SPV and Conformity on the SIV. This strong negative cor-

relation confinmethe interpretation that Sunnydale males place much °

greater value on group cohesiveness and compliance vith group norms, ‘ a:
<

_than on the individualistic orientations‘that often characterizo ‘persons

v

who reek out new or ‘unusual experiences. o T . . fﬂéf
Ordinarily, Leadership has been found to be highly correlated with . T

o

Achievement and both these values are usually negatively correlated with

.\‘.

Practical Mindedness, Orderliness, and Conforndty. But among Sunnydale

males these relationships are reversed. - This tends ‘to confirm the_in-

terpretation that Sunnydale males see the werld as & rather unstable, ) . - \

v
.

leadership. . ' ; , '
Sunnydale females, if ar,thing, are even more security conscious
and, therefore,{value an even more pragmatic and cautious abproach,to”

their problems.

“._

Pupil VaJue Profilc Based on{Ethnographic Data o
. [
Although a thorough analysis of all ethnographic value data has

not been completed, the values delineated in Table 7.12 are among those

&

1.0
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' ¢ 'Table 7.10 | \
SUMMARY OF SURVEY OF INTERPERSONAL VALUE FINDINGS™FOR-SUNNYDALE
FEMALES BASED ON AN ANALYSIS OF THE

INTERACTION AMONG SELECTED SCALES

|
i
|
|
|
|
i

Score Configurations® Interpretation
Very ._Modefdtely’ Mdderately Very : ' o
High High Low * - Low , . !‘
C,B ST A e s T o Hiigh -value “upon-conformity to- sociel -norms ,- — - -
L ' Greater stress among females upon wqrm, chari—
. ' table interpersonal relationships ong mem=- ,
bers of group. A\ . L
c ) . ' \ o Higher value upon independence from group con-
. ' straint€ than among males. Lower score on‘con- i :
: = ' : o o . formity suggests that females are jnot quite as - o et
‘ ' : ‘ concerned abdut personal security’as are Sunny-
dale males. y e ;
B S Seme interpretatign as given for $unnydale males R

C L,I. R ' , Compliance with group norms highly valued but
’ ’ C females .are more predisposed than males to at-

tract attention to self and exérﬂ leadership

within and independence from those groups to

~which they belong.

*See Tdble 7.6 for meanings assigned to column headings.
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| Lo \ ~ Teble 7.11 <. | \\‘
" CORRELATIONS BETWEEN VALUE SCORES FROM THE SPV AND THE SIV o .
° ‘ P - A ‘ vV . D 0
Support (S) t1gee -.20%Y o -.06 -.0T .0k
| | 7 _ T o J
Conformity. (C) 05 ¢+ = 15 ., 518 o -a3’ Chske RYVTU
Recognition (R) .07 "-08 Y13 -.06 -.01 - -0k |
f - ’ . . ‘ /’ : 4 :
Independénce (I) .  =-.07 .03 .33%e L -.32%% 2
ﬂ%negoiéqée & . -13 7 05 - . -.02 . .08 .02 8 .o
Leadership (L) - -,16M 3204 .06 ¢ .01 S E ¥
. v \ B A‘ . .. ‘ ! L . | ) . ' ‘.' - ' : P
\\ ., . 7.‘ ' " ‘ ‘ - l, . 1y
\ s - -+ Note: In the Table the following signiﬁc;.nt
y " ' : symbols are used: * - .05 level
, ; : ' %% 0] level
' o T o ' /




SUMMARY OF FINDINGS:

" From

Statements .about Pupils

Table_7.12

- From Statements

PUPIL VALUE PROFILE

' From Statements

about Certificated Staff about School Curyiculum

e 2
POSITIVE Harmonious relations "' Sympathetic, understan-  Athletic achievement
; with others * ding teachers T '
I ’ ' Practical, useful, down~
Togetherness . Harmonious student~ : to-earth courses
‘ teacher relations ‘ L .
Group Loyalty . ) ‘ Pupil participation
' ‘Cooperativeness Ll '
’ Obedience _ o v Racial/ethnic group °
-t - O - leedership = = --cohesiveness, solida;ity,_~_
Seguriity ' S S _sense of identity ‘
. L i Impartial treatment
Agreeableness \ Achievement
- : Encouragement and sup- : "o
Ambition; achievement ° .port fronm teachers . 4\\'
Integration ’ I aa \\\ I
Neatness, cleanliness )
% 'J,, B r’
NEGATIVE Independence Insensitive, unsym- - High.intellectﬁal activity
T _ ' pathetic teachers
Autonomy - : Teacher dominance of class-
, ' ' Favoritism " room
¢ " Disorderliness, B : )
) dirty: - Aloofy uncommuni- “Limited  pupil involvement ’
PR cative teachers -
Factionalism . ' - Abstract, erudite, intangible
({ Unfairness - courses and course work °
Conflict between .
pupils ’ Unapproachable
teichers

Apathetic

Divisiyeness
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In generel, the value profile constructed from the ethnographic

data is quite similar to tne profile r;vealed by the Gordon Personal

and Interpersonal Value inventories. Alfew features, hovever, varrant

additional cqmment. Although one might infer from the test data that
. Sunnydale;pupils‘place moderately high value on’academic_achievement,

the ethnographic data reveals that uhen pupils express a desire to ac-

hieve they generally refer explicitly to. athletic rather than scholarly

P accomplishments. With the exc!Ption of Orientals most pupils place

considerably less. value gn achievement in courses requiring abstract
1

thought or which'do not seem to have any immediate and - direct applica-

tioq to everyday problems. o - . o
Pupil statements about their peers also un&engcore"the extremely

high value placed on the maintenance of racial an@:-ethnic group soli-

.

; darity. This finding is entirely consistent with the pervasive belief

4

among minority pupils that the various racial and ethnic minorities

must forge themselves into effective political units to exert greater

' ,
control over the school and community structures that influence their

R ] - ; » «

daily llves. .
The California Personality Inveizory

CPI data'was desired to'complement the Gordon and ethnographic ve-.
lue data Jnd to allow more elaborated desoriptions of the modal person-

t

\. . ality orientations of pupils. The CPI is an appropriate instrument for

‘\ than those with severe problems of personal or interpersonal adjustment.
The various scales, deviséd ‘to yield descriptions of broad personal and
v .social relevance focus on .personality factors that are p051tive and

| generally recognized as important for social living.

107

\ | thls'purpose because it is designed to be used by narmal subjects rather
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The CPI is a self-administered instrument containing 480 items that

yield eighteen standard scores, one for each of the variables grouped R _i
under four more inclusive caxqgories. Each scale eoveis one'impqrtant :
facet of interpersonal psychology and, taken together, they dre intendead i
to provide a comprehensive descriptioe'of the individual from a social
interaction perspective. The CPI is designedf%d take about 45 minutes, o
although several pupils at Sunnydale with poor reading skills were un-
gble to complete all items in the test in the 50 minuxe period alloted.

"The validity of those protocols which were partially incomplete was fiot = | %
significantly affected however, because the last dozen test iteﬁs are |

‘included only‘fer tie easerof scoring. Scales measured by the CPI are

e

" as follows: T o . . 3 |
. -Class 'I: Measure of* Poise, Ascendancy, and Self-assurance i )
N ' _ . ’ o 4
1. Do - Deminance ' : : ‘
‘2, Cs Capacity for Status AP T a :
3. Sy Sociability . . ‘ B : ' ' ST . \
h.. €p Social Pressure . o 3 <
5. Sa Self-acceptance
6. Wb Sense’ of Well-being

Class II: Measures of éocialization, Maturity, and Responsibility

7. Re  Responsibility. . o , ,
8. So Socialization ’ '

9. Sc- Self-control -
. 10. .To Tolerance - ‘
1. Gi Good Impression _ o
12. Cm  Communality | o |
Class III: Measures of Achievement Potential and Intellectual
: ' Pfficiency P
: - i .
13. Ac Achievement via Conformance vi
14, Al Achievement via Independence , )
15. Ie  Intellectuel Efficiency . |

Class IV: Measures of Intellectual and Interest Modes
16, Py Psychological-mindedness

17. Fx Flexibility . : . :
18. Fe Femininity o

SR lig
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A description of the purpose o each scale together with the personality '
‘traits ordinarily associated wi.h both high and low scorers on each aﬁe ;
pears in Table 7.13. The data yielded by the CPI, like that obtained
from the two Gordon instruments, is. interpreted by reference to estab-
lished mean scores for both male and female high school samples.,
Table T.lk reveals consistently low scores on all scales with rela-

tively little clear-cut differentiation smong the‘first three classes of
, vsrisbles. These low scores, particular%y on the Class II variables, in-
,dicste that ounnydale males are experiencing consider&ble difficulty in | }}

Lo

adJusting to the requirements of everyday living. The profile suggests

' that ¢ hey tend to be a rebellious, impulsive, opinionated group of young :

, men, lscking the tolerance resourcefulness, self—control and trusting
) v

. . : o ]

out look that are considered prerequisites to successful societal adJustv

-

ment . The elevsted scores on 'Sa and Py vsrisbles suggest thst the rebel- '

lious, self—seexing tendencies characteristic of Sunnydale -males are most
likely to be expressed.in aggressive,verbsl behavior. - |

\, The below norn scores for all three scales in Class III indicatelthat,
to the extent Sunnydale nales are inclined to strive to attain goals, li~' /
mited intellectual'efficiency truncates their efforts. The lack of sfstrong,
acadenic orientation and the retarded academic skills indicated by these
low scores suggest tnst Sunnrdsle males are having considerable difficulty
achieving even the minimum acsdemic standards setlby the school.:',
" pside from the interpretations‘given to various score éonfigurations
in Table 7.15, this entire configuration of low scores underlines the con-
clusion that Sunnydale males perceive their world as inherently hostile.

In fact, the score furthest below the norm is on that scale that measures

the individual's degree of disillusionment and self-doubt. This particularly

,1“7




" Energetie,

liigh Scorers
Tend to be seen as

"CLASS I:

Aggressive, confident, per-
sistent, and planful, as.
being persuasive and ver-
bally fluent, as self-

- reliant and independent;

and as having leadership
potential and initiative

i Ambitious active force—

ful, insightful resource-
ful, and versatile; as
being ascendant And self-
seeking; effective in
communication;-and as

- having personal scope and

breadth of interests

~

. Outgoing, cnterprising,

and ingenious; as being
competitive and forward;
arid as original and flu-
ent in thought

Clever, enthusiastic,,
imaginative, quick, in-
formal, spontaneocus, and

talkative; us being active

¥nd vigorous; and as
having an expressive, ebul-
lient ndture ,

Idtelligent, outspoken,
sharp-witted, demanding,
aggressive, and self-
centered; as being per-

‘'suasive and verbally

fluent; and as possess--
ing self-confidence and
self-assurance °

enterprising,
alert, ambitious,versa-
tile; as being productive,
active; as valuing work
and effort for its own
Q2

§ x
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Low Scorers
Tend to be seen a8

Table T.13
THE CALIFORNIA PERSONALITY INVENTQORY
N /
Scale and ge °

1. Do (Dominance) To as-

' ess factors of leadership
ability, dominance, pers
vence, and social initiative

A

MEASURES UF POISE, ASCENDANCY AND-SELF-ASSURANCE ‘ ‘ o

Retiring, inhibited common-

. place, indifferent, silent

and unessuming; as being slow

in thought and action; as ‘
avoiding situations of temsion
and decision; and as lacking

in self-confidence

2. Cs (Capacity for Status)
To serve as an index of an
individual's capacity for
status (not'his actual or
achieved status). The scale
attempts to measure the per-

Apathetic, shy, conventionagly
dull, mild, simple, and slow;

as being stereotyped in think-
ing; restricted in outlook and .
interests; and as ‘being uneasy »
-'in new or unfamiliar aocial

sonal qualities and- attributea,,situations

which underlie and lead to °
status

N }
3. Sy (Sociability) To id-
.entify persons of outgoing,
socidble,,participative tem-
peraments ' .

Avkward, conventional, huiet,
submissive, and unassuming, as
being detached and passive in

y attitude; and as being sugges-

" tible and overly influenced by

i

4. Sp (Social Presence) To

- assess factors such &8 poise,

spontaneity, and self-confi-

dence in personal ang social

interaction '
3

S. Sa (Self-acceptance) To ..

"assess factors such as sense.

of personal worth, self-accep-
tance, and capacity for inde-

pendent thinking and action

others' reactions and cpinions

Deliberate, moderatz, patient,
self-restrained, and simple;

as vacillating 'and uncertain in
decision; and as being literal
and unoriginal in thinking end -

Judging

Me‘hodical, conservative, de-
pendable, conventional, easy-
going, and quiet; as self-sbasing
and given to feelings of guilt
and self-blame; end as being

-passive in action and narrow

. in interests

6. Wb (Sense of Well-being)
To identify persons who mini-
mize their worries and com-

- plaints, and who are relati-
vely free from self-doubt and
disillusionment ‘

S B

i

“Unambitious, leisurely, awkward,

cautious, apathetic, and conven-
tional; as being self-defensive
and apologetic, constricted in
thought and action

!
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. "High Scorers
Tend to be seen as

CLASS II:

Planful, responsible,
thorough, progressive,
capable, dignified, inde- |
pendent; as being conscien-

‘tfous and dependable, re-

gsourceful and efficient; as
alert to ethical and moral -
issues

Serious, honest, indus-

- trious, modest, obliging,

sincere, and steady; as

responsible; as being
sélf—denying and cOnfor-

ming

LY

" Enterprising, informal,

© thinking, resourceful;

»

Calm, patient, practical,

.8low, self-denying, inhi-

bited, thoughtful, deli-

“berate; as being strict

ahd thorough in their-
own.work and in their
expectation for others;
and as being honest and
consifentious

p g

quick, tolerant, clear-

as being intellectually

- able and verbally, fluent;

and as having broad and

. varied interests

Co-operative, enter-
prising, outgoing, soci-.
able, warm, helpful; as
being concerned with
making a good ‘impression;
as beirig diligent’ ‘and
per31stent

Dependable, moderate,
tactful, reliable, sin-
_cere, patlent, steady,
renlistic; es being
honest and conscientious;
as having common sense
and good Judgement

Q

Scale and Purpose

T. Re (Responsibility) To
identify persons of conacien-,
tious, responsible, and depen-
dable disposition and tempera-
-ment

v
o a

8. So (Socialization) To in-
dicate the degree of social

‘ maturity, integrity, and recti~
———being-conscientious-and—  tude which the individual has

"attained

9.. Sc (Self-control) To as-

sess the degree and adequacy

of self-regulation and free-

dom from impulsivity and self-
~ centeredness

\

‘ 10.'A‘o‘(Tolerance). To identi-
persons with permissive,

_~""accepting, and non-Jjudgemental

social beliefs and attitudes

/
1. Gi (3g;d Impression) To
‘identify persons capable of
‘creating a favorable impres-
sion, d who are concerned

about How others react to
them /

’

'12.. Cm (Communality) To in-
dicate the degree to which an
individual's reactions and re--
sponses. corregpond to the modal
" ("cotmon") pattern established

. for the inventory

Iy

C 111

.

Low Scorers
Tend to be seen as

MEASURES OF SOCIALIZATION, MATURITY, AND RESPONSIBILITY

Immature, moody, lazy, awkward,
changeable, disbelieving; as
being influenced by personal
bias, spite, dogmatism; and as
under~controlled and impulsive
in behavior

’

‘Defensive, demanding, opinion-
‘ated, resentful, stubborn,
head-strong, rebellious, undepen-
dable; as being guileful and
deceitful in dealing with others;
and as given to excess, exhibi- -
tion, and ostentation in thei-
behavior

Impulsive, shrewd, excitable,

~ ‘irritable, self-centered, unin-

hibited; as being aggressive .
and assertive; as overemphasizing
personal pleasure and self-gain

.Suspicious, narrow, aloof, -
wary, retiring; as being passive
and overly Judgemental in atti- -
tude; and as disbelieving and

~ distrustful in personal anc

social outlook

Inhibited, cautious, shrewd,
vary, aloof, resentful; as
being cool and distant in their
relationships with others; as
being self-centered and too
little concerned with the needs
and wants of others

Impatient, changeable, com-~
.plicated, imaginative, dis-
orderly, nervous, restless,
confused; as being guileful
and deceitful; inattentive

and forgetful; and as having
internal conflicts and problems




" High Scorers
Tend to be seen as

CLASS III:

" Capsble, co-operative, gf-
ficient, organized, re;!bn-
sible, stable, sincere; as

being persistent and indus-

trious; and as valuing in-

tellectual activity and in-

tellectual achievement

. Mature, forceful, .strong,
dominant, demanding, and r
" foresighted; as being - -
- independent and self-
-—.—reliant; as having supe-__
rior intellectdgl‘&bility
and judgement

. Effieient, clear-thinking,
capable, intelligent, pro-
gressive, planful, thorough,
resourceful; as being alert,
and well-informed° 8s '

.. Placing a high value on
cognitive and inteilectual
matters

‘ T . CLASS IV:
" Observant, spontaneous,
quick, perceptive, talk-
at{vt, resourceful, '
changeable; as. being
verbally fluent and so-.
cially ascendant; as

being rebellious toward
rules’, restrictionq '

* Insightful, inrormal,
adventurous, confident,
humorous, rebellious,
ideelistic, assertive,

“and egoistic; as being <
sarcastic ard cynical; )

- as highly concerned with”
personal pleasure and
diversion

Appreciatgve, patient,

~ helpful, gentle, mode-
te; respectful, sym- .
thetic

- those factbrs 'of intergst

Scale and Purpose

’

13.- Ac (Achievement via
conformity) To identify

and motivation which faci-
litate achieyverent in any
setting where conformance
is a positive behawior.

Al (Achievement via
inaependence) To' 1dentify

se factors of interest
and motivation whiech faci-

e“*litatemachievement in any
«setting where autonomy

and independence are posi-

' tive behaviors

15, 1Ie ’Intillectual effiw-
ciency) To indicate the
degree of pérsonal and in-
tellectual efficiency which
the individual has atteined

MEASURES OF INTELLECTUAL AND INTEREST MODES '

16. Py (Psychological-
mindedniess) To measure the
degree to which the,indivi-
dual' is interested in, and
responsive to, the 1

needs, motives, gnd ggp er-
iences of others‘

“
PR .

17. Fx (Flexibility) To °

. indicate the degree of flexlu

bility and adaptability of s

' person‘'s thinking and social
‘behavior

fn

18, Fe (Femininity)" To
assess the masculinity or
femininity of interests.
(High scores indicate more
feminine interests, ete).

, 120
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Low Scorers
Tend to be seen as

MEASURES OF ACHIEVEMENT POTENTIAL AND INTELLECTUAL EFFICIENCY

Coarse, stubborn, aloof, awls-
wvard, insecure, opinionated;

- as easily disorganized under

stress or préssures to conform;

. as pessimistic about their oc-

cupational futures

Inhibited, anxious, cautious,
dissatisfied, dull, wary; as
being submissive and compliant
before authority; as lacking
in self-insight and self- -
undersipnding '

M

Cautious, gonfused, easygoing,
defensive, shallow, unambitious;
as being conventional and stereo-
typed in thinking; lacking in
self-direction and self—discipline

© Apathetic, peaceable, serious,

cautious, unassuming; as being
slow and deliberate in tempo;
as being overly conforming and
conventional ;

’ “

13

Deliberate, cautious, worr?&ng,?
industrious, guarded, mannerly,
methodical rigid; as being
formal - and pedantic in thought;
as being overly deferential to
authority, custom, tradition

¥,

Outgoing, hard-headed, ambitious
masculine, robust, restless;
manipulative and opportunisvie;

.blunt and direct; impatient




Table T.iy' -

CALIFORNIA PERSONALITY INVENTORY
Differences from Means
(Mean Raw Scores) .

- Yariable - Do Cs Sy | g Sﬁ' Sa “

‘High School T : '

Male Mean 23.2 15.3 21.5  32.7  18.7
Scores ’ : P

(N = 3.572) / . - . h

Males— - )[ _ ' )
_Sunnydale™ - -9 -l.2 -.6 -2 +.3
(N = 60)

North . v ’ . . ' < :
. Sunnydale - -9 © =10 . -1 - "41.5 = +1.08 -3.1 -lk.5 -4, 4 ~1.%6
- (N = 82) | | | . ' ' ' ': \ ‘ :

\High School , ‘ . . , ' .
Female Mean 23.7  16.0 1.k 31,1 - 18.9 34,6 30.0 39.4 18.7
-Scores - ‘ o . : ‘ L ) e

(N = 4,056)

Females s ) T : o
Sunnydale -3.0 2.7 =-1.9 -.9 -1.1 °  =5.3 . -h.3 -3.8 4,2
(N = 36) . | : |
" North _ - ]
. punnydale -1.5 -.9 +.4 o417 +.5. -3.6 -4.3 -4.6 -1.2,
(N = 82) . : o
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Table 7 14 (cont'd)

o CALIFORNIK PERSONALATY INVENTORY
‘ Differences - fnom Means '

- L (Mean Raw Séores)

Variable

Se

i

Gi Cm -« Ac M. I Py

Fx

High School
Male Mean
.Scores
(N = 3-51?)

25.3 -

5.1  25.2 ° 22.3  1kL.6 33,6 9.2

‘T

9-.1

“Males ‘-
~ Sunnydale
(N = 60)

North

Sunnydale
(N = 82)

-2.8 -2.2 ~1.5 ©  =1.0 . ~=3.8 +.4

~2.9 -1.6 -1.6 +.4 -2.5 +1.0

-1.b

+.1

+1.0

-1

High School
Female Mean
Scores
(N = 4.056 -

27.6

15.7/ 26.1 24,1 15.5 3.k 8.7

8.9

2.1

Females
Sunnydale
(N = 36)

North :
Sunnydale
(N ~ 82)

-3.6  -.8 2.4 413 -1 4T

1.4

-.1
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low score the lack of balance between intellectual drive, social skills,

tr

‘ responsibility and maturity, and the rather uninspiring characteristics
of all other aspects of the profile suggest that Sunnydale males are con-
fronted with a number of formidable problems in their efforts to adJust
to. American society.

The modal personality profile for Sunnydale females (see Table 7. 16)

©

generally is narked by the same characteristics as the Sunnydale male pro- .

l

file, although there are some significant differences. The specially low
scores on all CIaes I scales- indicate that Sunnydale females are even more
lacking in the personal confidence and other socigl skills required for
optimal interpersonal adJustment. These scores suggest & much greater de-
gree of passivity than among Sunnydalelmales, and indicate that they are
ruch less inclined to openly rebel or exhibit the-aggressive behaviors

" that characteriie their male counterparts. The lower score on Py in Class.
III underscores the more apathetic und- peacedble nature of the girls as
contrasted with the openly rebellious impulsive inclinations of Sunnydale
males .

Sumnary and Conclusions

The test and ethnographic data presented above, therefore, indicates
that the Sunnydale pupil (a) finds himself in a hostile environment, parti-
cularly in the school; (b) lacks the personal and interpersonal skills to
cope with this environment; or, at least, lacks those 3kills which would
allow him to succeed in traditionally defined ways; (c) values'achievement
in those areas {athletics and "practical" as opposed to "academic" courses)
in which he is most able tomsucceed; and (d) sees group solidarity as a

meuans to both personal security and the achievement of structural change.

[




s o }- Table T7.15 . - . o , v

SUMMARY OF SUNNYDALE MALE PERSONALITY ORIENTATION° BASED B
ON AN ANALYSIS OF THE INTERACTION AMONG SCALES IN EACH CLASS.OF VARIABLMS IN THE CPI

e

Score Configurations# L e ) Interpretation
Very Moderately h Moderately Very Class I:, Measures of Poise, Aecendancy and Self.
High . High . ~ Low . Low ' ‘ Assurapce :
. Sa. "“'1 ' Do, Cs, Sy; * Wb . Generally lacking in the social skills and person—
Sp al qualities requisite to leadership’and status.

, ‘ Males ‘are unususlly cautious, self-defensive,
o . - » restricted in outlook and intérests. Their
: . . impaired social skills’are msnifest in their
predisposition to exhibit outspoken, demanding,
eggressive, self-seekingﬁ?ehaviors. : 1

Lo " Class II: , Measures of Socialization, Matﬁrity
and Respdnsibility

-

Cm Re,So, . Vefy deficient in the area of responsibility and
) Se,To, interpersonal maturity. Data suggests that they
. : ‘ ; Gi . are highly rebellious, demanding, intolerant and

" impulsive -- orientations which are characteristic
. of individuals experiencing considerable social
. - friction and difficulty in adjusting to role expec-
. - . tations. Very low scores on all but one scale in-
dicate that Sunnydale males exercise limited conte
rol over self. ! ‘

Class III: Measures of Achievement Potentisl and
Intellectual Efficiency

Ac, Al Ie Academic achievement well below it's proper level;

: generally rejecting of academic and intellectual

v : pursuits. To the extent that Sunnydale males are
) . ' motivated to achieve, their grossly impaired intel-

cr e ' ' lectual functioning impedes their ‘efforts to suc-
, ‘ cessfully do so.




R ) 3 A
* g ‘ ' ‘:' ) . ) ./ . *
o Co ' - - Table 7.15 (cont'd) = , L
. - Lo | ! . . ' C ' : ,l" .
. - | . ] ‘
S : - Score Configuretiona‘ .o Interp:et7mion
© .+ . Very . Moderately - Moderately Very . | . N '
High + _ High Low . " Low "~ 'Class IV: Measures of In ellectuel end Interest
. - B ‘ ' " Modes | ;
' , A Py, Fe " - O Fxl ) .' . Generally self-assertive verbelly aggressive and.
- . - , ! rebellious towards rulés, restrictions and ccn-
o s o S .strainte yet lacking the capacity and/or inclina-
" -+ tion to be highly manipulative in dealing with -
_ others. Quite rigid and constricted in thought.
. * See Table 7.6 -- Gordon material. o . ’ i
. ' ! . . * . ) 4 ’ -o
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| Score Configurations*

’i

Vedy

‘ - SUMMARY OF SUWNYDALE FEMALE PERSONALITY ORIENTATIONS BASED
' ON AN AJALYSIS OF THE INTERACTIOV AMONG SCALES IN EACK CLASS OF VAPIABLHS IN THE CPI

\

Moderately Moderaxely + - Very

High High Low T Low
| By,Sp,Ss  Do,Cs,

. : . Wb

{ ’
! . 3 {
T Gl,0m Re,So,
‘ . J Sc,To

P
7
Al Ac Ie

Class I;I:

Class IV

]

24

Table 7.16

[

?

Interpretétion
Measures 'of -Poise, Ascendancy, and
Qelf-Assurance

Class T:

’

Very withdrawn, inhibited, unresponsive and affli-

cted by conaiderable self-doﬁbt. Cenerally unambi-
tious, cautious, self-defepsiyé and apologetic. °
They are inclined to be much fess self-assertive,
aggressive and outspoken tran are Sunnydale males.

! Class II: ,Measures of, Socialization, Maturity

and Resgonsibility
This configuration of exﬁremely low scores suggests
that Sinnydale females ane experiencing the same
critical problems in making satisfactory social
adjustment as their male counterparts. These data
indicate that females are.inclined to be as equaIIy
rebellious and impulsive as males, however, the
lower scores on Sa, Do and Cs in Class I end Py in
Class III reveal that females .are not as predispo-
séd as Sunnydale males to owvertly express their .
rebellious inclinations.

Measures of Achievement Potentidl and ’
« Intellectual Efficiency .

-

Same interpretation as given for Sunnydale males

. Measures of Intellectual and Interest
* Modes N ' ‘

”
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a

BLLILF/VALUF ORIENTATIONS OF THE CERTIFIGATED STAFF )
"s a general rule, there is a higher degree of consistency in the e

. beliefs about school personnel and school structures among the certifi-

* cated steff then among Sunnydale students. This can be attributed mainly

'

to the'similarity in socialization and educational experiences of the pro- o )

Crs fessional statf and the close spatial proximity that allows for frequent

d
.
. (4

interaction.
The high degree of patterning in the bel%ef'systems of teachers is
clearly reanled;bx the databobtained‘on the perceived characteristics

of students belonging'to the various racfal and ethni¢ groups in the Sun- '
. ‘ : ". * . — o - » "’ .
‘nydale student body. For example, there is nearly'universal accord as to

¢,

the defining attributes of Oriental pupils (see Table 7 17).

t

, In general, Oriental pupils are believed ‘to be highly achievement “
oriented, to possess unsurpassed intellectusl and leadership capabilities,.

° and to be dependable, cooperative and highly reoeptive to the educational N
experiences offered by. the school These attributes of Oréental pupils .b

!

are thought to be developed as’ a result of'socialization and cultural ex-
periences unique to the Jspanese and‘Chinese:hmerican communities, nearly
every faculty member made explicit reference to the nature of the oriental
_ «family structure and sanctions believed to be applied to‘briental/pupils’

‘who do poorly in school. The following exerpt from an interview with one

! of the counselors typifies this configuration of beliefs.

| Counselor: The kid is g'high achiever and he was getting worried about

his grade in Mr. Jones' class. This boy'is Lm Oriental fel- ‘

low and he really wants- to get those grades. .
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. . . Table T.17 o’ L

~

INHERENT AND BEHAVIORAL CHARACTERIBTICS OF ORIENTAL

PUPILB AS PERCEIVED BY" THE CERTIFIOATED STAFF

* ‘ S Cherecteristics B Number of Certificated ,
. S . AN ¢ _ 8taff Mentioning (N = 64) .
" N 0 © N . . N

. : &£
‘ _ Want to get ahead, achievement oriented o . . :

want best jobs,: will be professiondls g , 93
Get "good grades, db Veil-in school | , . ) ha'
¥ Hard workers, try hard never quit working, ,
vork fast ' J . %2 .
* . Smart, high intelligence very cepeble, can . . f
B ~do* college work 21 '
: j , Parents check up on kids, concerned sbout their _ q,
b children, parents get after their kids T .
i Dependable, very fespcnsible, reiiable,hetable o 16 - ]
‘ ' Interested in’sch;ol, 1ike school- | v . o ' | A
Independent, can get thinge done by themselves 11 L .
Good family background . I- | ’ 1 =
e High leadership dbility, can run school by them-
o selves, good leaders ’ ﬂ 9
Want recognition, like to be looked up tcl 7 ~
Al;qys,does‘what teacher’wants, submissive ,passive 6 : d
] + Good attendence, never cut class .6 |
| Parttcipate in school activities, join clubs 6 2
Dependent upon teachers, want teacher guidenge' L .
‘dhrewd, smart operatpre 3
Inmature, haven't grown up ‘ 3 ;
Like to ﬁ: by themselves, stay with their own group 3
wear neat:and clean clothes, always properly dressed . 3
\ , Iy
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1

Interviewer: Does that tend to be true of Oriental kids in general?

QQunselor: Oh, yes. These Chinese parents rbally get after their

kids to do well in School. If they get A's asd B's that's -

. : {
S . 0K, but if they drop toC's their parents are arter them.

Interviewer- How .well do Oriental pupils actually perform in class?
COunse;or:, They all get the push to succeed in school. The kidg are:.
| 'ﬁilq}dtereéted,,do tLeif_work and get it done right. Just
give them an assignment/and 1t'11 get done.
thterviewer: Have you talked to many Oriental paré££é?
Counselor: Sure, I have.; Th;y check up on their kidﬁ. I'11 tell ;ou
' something else too. nIfhtﬁese kids don't~ma;e it in school
'theyfll hear not onl& from.tﬁeig parents but theif rela-
tives too. These kids gre:dnder pfessure.
Interviewer: How do thé Black and Mexican kids do rel#tiveﬂto the Chi-
nese and other Oriental students?.
Counselor: In terms of academic acgi;vement they don't'do well but
they donftthawe their pareﬁts behind;them.
Another prevalent, yet quiétly expressed beiief is that the ‘intellec-
tual capabilities of Orien£al pupils surpass those‘of all). other Sunnydale R
pupils. The caution with which this beliéf is expressed is due £o the
gpuﬁe awvareness among faculty memﬁérs of the racial Qensitivities‘pf pupils
and to the possibility of being labelled racist if one openly discusses per-
ceived differences between the various racial and ethnic gro&ps. The follow-

ing discussion typifies both the pervasiveness of these beliefs and the ge-

neral conversational context in which they are articulated: -

143(! ' | \
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ot Teacher: (intervening in a discussion during the noon lunch hour)

' | - John, I don't think anybody ig against measures being ta—
s . / "
' *ken to bring certain.schools up t& stendardsaor to pro-
‘ : J

vide scholarships. But, let's face it. A kid who really

vants an education here can get it. All I'm 'saying is

O " . T that ve shouldn't be pushing kids at Sunnydale into college.
. eThey Just don't have the dbility to do 1t. e
' .. - Interviewer: Are there many kids mho/ho have the ability?
- Teacher: -Sﬁre there‘are some. But lLst year over 30$ went and you
| know these kids got over §hoo 000 in scholarships. It's -
. A s . really no-use sending g lot cf them either. They Jjust ce
‘ | ‘aren't,prepered.; ' J o E
Interviever: JWhich kids are prepéied‘and capable of going on?
’Teaéhefz ye11, until last yeariebout 10% of the stugent body vent
. ~ on to college and, mpét'of them were Oriental students.
That's about-the per cent that is capable of doing college'

/

-, A . work. ,
‘ ?

Interviever: Arelthere any blacks and MexicanJ capable of going to‘

college? ' '

Teacher: Some, but net meny. They Just don't have it, that's all,

| and it's a real disservice to keep pushing them to go.

This teacher went on to explain how he would prefer to restructure
the curriculum to place greater: emphasis on vocational arts - an instruc-
tional_progfam he perceived aaybetter sulted to the intellectual capabili-
ties of most Sunnydale students.

The general characteristics ascribed to Negro pupils by teachers are

the obverse of those imputed to Orientals. As Table 7.18 indicates, they
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perceive Black pupils to be impnlsive, seif-éeeking individnels,unatle
N ' s . .. . “ . -
to diecipline themnelves to attain academic end economic success. Ne—

groes are percfived as unresponsive to teacher efrorts end,gonerelly pre- |

i

disposed to nake demands instead of ecquiring the knovledge or skills
° required to attain their‘goals. Teachers generelly believe that the
’ qualities escribed to Negro pupils are a eonsequence of either li;ited ’
inherent capebilities or cultural deprivation. The rvliowing exerpt aug-
. gests these beliers. | |

Te' er: You hewen't read anything by Susen Langer, have you?

enviewer. I can't recall that I have.
Teacher : Well, I wvas looking at something she wrote last night.
| She sure is good. She vas talking about people who don)t
read or'tnink. Shg'n right. People are gettinglmq;e stu-
" pid. ) ’ |
Intervieweri AYou really think:so? - | \
Teacher: Sure, you know that early in this year I tried to get4my
| students interested in the historieal literaturemthat vas
paftially reeponsible for tne.deveiopment of our basic
freedoms but I couldn't do it. I tried to get then to
read Thomas‘Paine'é comments about basic human freedoms
and Ben Franklin but they wouldn't do it. They aren't
interested in really thinking about these kinds of thingn.
They Just want to spout off. 1It's been that way for a
couple of years now. Do you know that for the last 13
years I've been teaching unirrprivileged Blacks. One

'thing that anybody in my position can see is that the

[




: " Table 7.18

12k

INHERENT ARD BEHAVIORAL CHARACTERISTICS OF NEGRO

' . PUPILS AS PERCEIVED BY THE CERTIFICATED STAFF

_ - Characteriatics i Number of Certificated -
0 C . . . Staff Mentioning (N = 67)

Troublemakers, wacooperative, discipline
problems,,disruptive, disobedient, rebellious

4

Alvays making demands, insist that they jet their
vay, give ultimatums v '

n

Disrespectful towards teachers, dislike teachers,
suspicious of teachers, treat teachers 1ike cops

Militant, becoming militant," getting pushy

Poor attendance, always tardy, cut class, don't
come to school

Educationaily retarded or handicapped, behind
academically

Ignore school affairs, don't participate in student
activities, won't support the student body,

Culturally deprived, underprivileged

Only -care for sports, like athletics, come to school
for sports . ‘

Boisterous,<noisy, spout off, loud mouths
Never do assignments, avoid ﬁork, don't wang'to learn

Look for fights; always at necks of Mexicans, want
to settle everything with fists

Victims of discrimination snd racism, have been put
down, haven't had a chance .

Irresponsible, not very dependable

Poor, family background, bad home 1ifel

Not interested in school, hate schodl

Don't want to integrate; want to keep to themselves
Wear flashy clothes, "far out" dressers

Immature children

¢
Vant to learn, desire to do well in school

I

oy

29

17
16
16

1L

10
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, Tcacher; -(conf'd) older geﬂgration‘o: Negroes - i méin‘the ones
who went to school yesars ago and are now midéle a;ed;‘dome
: v - . . C
of them were good students and really could think. There
: v ' .
weren't tqo many bd;“at“;eust we~had~sdme:reui1y good stu-
. dents who did\réad and think sbout these tﬁlngs. But now
you can't get kids to think about Paine. Black kiés now |
_ are interested in making noise.. . !
inter;;ewer:_ What 4o you think accounts for tﬁis cﬁange? g =,
Teacher: It's really hard to say. |
Interviewer:"Have you‘heafd aﬁy Bl;cgs complain about not'haying;,
the fregdoqs'that Paine.talked dbogt?
. Teacher: Of cotrse not. They haven't even thought about them. If
t they did they would'be able fo expfess thei; ideas about -
them. They can3toevep do that. lDo you know.that a loﬁ of
these Black kids graduate from here without even knowlng
how to write a sentence? I mean that,
| de perceived underprivileéeﬁfnatprq‘of Negro‘pupi;s is particglarly
significant because the factors which contribute.to this deprivation are-
“‘believgd to be ones over which teachers have little control. For exgmplé,
‘many teach;rs tL2lieve that'hegro pupils have inadéhhntg role models injthe
" home And that there is a general lack ot adequate community and p;rental
support for a sound educational program. These situations are perceived
té impede teacher efforts po educgée Negro and other minority pupils:
| Teacher 1: (reading from ﬁapers he was grading) Listen to this,
"Mr. myself, I think..." That's wg this kid wrote.

Isn't that something?

e




| providing educational. leadership for the "culturally deprived" because

J
" ’

Interviezer: Which student wrote that?-

> LA

Teacher 1: Just enother one of my Bleck kids.

3 .
.- . . s

.3y Teachei 2: What are we doing sbout teaching this me ‘and I atufr? o

'I'ea.cb‘er- 'l':",; “There’ isn't a.nything we can do we Juat co.n't over-
. come these kids' remily backgrounds * We! re here at -
" ‘school trving to teach the kids one' thing and then they

a - . go home and do another. We just don't hsve the xida vith

»,
A i : -

us long enough‘Eg‘evercome.it.
e -

' .Intervieweg: Are you saying that there is nothing you as teachers
. can do?. :, |

Teacher?le That's « right We,don't get the support from parents

‘ and they're not going to learn outside of sc&ool.

! \
Teacher 2: You know, I've found that thiﬁ?ﬁanguege thing heSyan
S, Yy
. ,' ‘effect on us.' We find ourselves tglking'the way the
. ) 1 ‘
kids do, - | s )

| Teaeﬂer 1: I-knoﬁ it. The ids=a£e actﬁaily dragging us down ra-
4‘ thegsthan us bringing them up; n e : ' |
interviewer:’ ngt do you iean by that? ‘-
Teacher 1: I mean that we ;hoeld.be teaching these kids how to read
. : - a

'and speak right. But igftead they have greater influ-
ence on us. There's Just not a hell“af a lot we can do
about it either. .
A smaller group’ of teachers, however, see themselves as capable of
»
of their strong affinity for Blacks. These teachers tend.to see tpem— 4
selves as Piberal, idealistic persons more concerned with gelping to edu-

»

cate deprived pupils than with the maintenance of "law-n-order” in the

v

7o
I
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school. Although this group tends to be more optimisfié about the edu-
cational progress of Black pupils, they too are beset by doubts about
their ultimate success: | !

Inte;viéwer: I understand tkat you might be leavi.ig next year 1if

. the district cuts back on the teaching staff. Do you.
want to ;eturn next ye=ar?

Teacher: Yes, I do. I like it here.

Interviewer: Do youlmean in Sunnydale or at Sunnydele High.’

Teacher: At Sunnyda'e High.

. Interviewer:i That's interesting. I'vé heard many teachers say that

they dén't. .Why do you want to stay?

‘Teacher:'lI can get along well hére because I have a feeling for Ne-
groes. I used to go to a college that was in a ghetto area
back in New Jérsey.n We didn't have any Negfoes in our

" 8chool but I used to do things out in the community.

Inteéz;ewer: What kinds of things dld you do?

Teacher: Well, over Thanksgiving we took baskets of food to people.
At Christmas ve'd have & party on the campus and would in-
vite a lot of the poorer kids in the community to attend.

I didn't have & 1ot of money myself then so I could appre-
ciate it more.

Intgrviewer: Do &ou get along well with the Black students here?

Teacher: Pretty well.‘“ The kids need lots of help here though. That's

' why I explain everything very carefully and go reai slow.
You know I teach math and you would be surprised how 1little

the kids know.

Interviever: Hoﬁ do you feel about your success in teaching here?




- that she needs to instruct Negro pupils.'-
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Teacher: OK, but I also realize that there are limits to ‘what we
can do. I have a lot of sympathy for them though and I
take everything step by step so they dc..'t get lost.

A;ide from illustrating & pattern of teacher beliefs sbout Negro } “
pupils, this conversation is, particularly inatructive becaune it provides
insight into her personality and that of others vho expriess similar views.
She perceives that Negro pupils need her: because she understands their pro-
blems and knows what to do about them. On the other handr it could be said

'As Table 7.;9 indicates, Mexican pupils are considered similarly unin-‘
terested in schbol, ontinuailgfabsent, lacking adequﬁteapgrental support,
academicaliy retarded/ and generally deprived and underﬁrivileged in nature.
Mexican pupils howeYer are perceived to be less impulsive, aggressive, de-
manding and rebeXllious than Negro pupils. But as the school year progéea-
sed, an incfeasing number of teachers began to describe Mexicgn pupils in
these terms, particularly when they began to see growing numbers of Mexi
can pupils Jjoin or iénd support to militant Chicano organizations. S

Another pervasive belief ambng teachers, one that has profound social
structural implications, is that the Mexican-American sub-culture is rela-
tively intact, isolated from Anglo culture, and constantly reinforced by
close contacts with relatives in ngico and with migratory farm workers.
Although these perceptions lead teachers to believe that efforts to inter-
vene in the habitual behaviors of Mexican pupils are likely to meet with
limited snceenn, most feel that Mexicar-Americans ought to try to learn

the customs and acquire the cultural orientations that characterize the

I
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| Table 7.19 \ .
INHERENT AND BEHAVIORAL CHARACTERISTICS OF MEXICAN-AMERICAN
PUPILS AS PERCEIVED BY THE CERTIFICATED STAFF -

o Characteristics Kumber of Certificated
‘ Staff Mentioning (K = 60)

o

. Alvays absent, never come to class, cut

school, pcor attendance o ' 46

Poor readers, academically retarded, can't i
read, far behind in school work, poor academic 33

skills - '

Languagé problems, speak poor English or
Spanish, have trouble communicating - 27

»

Parents don't push kids, parents see no value

in school, no parent support for kids ' 22 |
Culturally retarded; backward, underprivileged, o , B
" deprived ' ' 21

Pislike sthgol, don't participate, could care ‘

less about school ‘ 19 :

. - ' 4

Cause trouble for teachers, rebel against teachers,

uncooperative, discipline problems : 19

Never complete assignments, do little work in school 19

Becoming more militant, support Brown Berets, make

demands, pushing for changes 13
Won't gi?e up their cuiture, don't want to change, |

close ties to Mexico, want to keep family traditions 12
Respect the teacher, polite, good kids, well mannered 12
Docile, quiet, do what they are told 8
Slow learners, not very sharp, ingapdble 8
Strict parents, kids follow orders of parents,

father dominates 6
Big families, lots of kids ;
Smart, uharﬁ, could do well in school 5
Lazy, "manana" attit;.xde, always take their own time L

Lousy parents, poor femily background

Stick together, won't mix with other kids

I,f\q
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erica. These teachers feel thd$/ﬂex1ca# resi-

vhite middle class in
dents have voluntarily ¢hecaen to become citizens gf'h/i United ?tutes

and therefore should not insist thit American institutions be ﬁhjusted~,

to perpetuate Mexicau-American cultural patterny/ ;

Interviewer: --(To-teacher-of BSL- 1) 1tve Heara tham—thoudiftrict

might crop or cut bacg/xhe ESL program at'the high
|

. y
schgol level. Is th’t true? - ;

‘Teacher 1: I've/heard that tOOy/ But I don't think thay;know vhere

ey are going to/éut back yet. It would be stupid if
/

1
! !

/they did. s |
,/ l,r,

Intervieyer: Wwhy do you'say that? o !

Teacher i: There are just too mahy kids around here th;t can't
speak English. Most of them are Mexican bu} then there
are Orientals that the kids call FOB's, yoé know, fresh
off the boat. 5

Teacher 2: You know, speaking of this language thing,}did you Qee
vhere this legislator is trying to encourage Mexican
people to sign up to vote even though they can't speak
English?

Interviewer: I've heard about thét. What do you think about it?

Teacher 2: I just don't buy it. That's why we have ESL anyway.

Irterviever: What dé you think, Mike?

‘“eacher 3: Fred's right. For Christ's seke, I mean if these kidc -
are going to come up here they ought to learn English.
If I went to liie in Mexico, I wouldn't start telling

Mexicans to speak English.

1. English as a Second Language
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Teacher b: Yea, but look, & lot of these kids learn Spanish first

from ‘their parents. They speak it at home and then come

to school. Sure, we ought to help then liarp English,

but nfteir all, ve shouldn't toll. them that they have to
_ - - -:-1ive- Just like us. Did you ever hear of the Treaty of )
! . . Gusdalupe? v ‘

Teacher 5: You can't wind back history, Charlie. That's just like
the Indfans are trying to do. If the kids vant to get
along in the world now they just have to adjust.

) intaryieber: What should the school be doing to help these kids ad-
L juste | ”‘ |

Teacher 5: Like l"red. said it would be sfupi_gl to throw out ESL. We
have to help them get along in this society. ‘

'i'eachér 1: Another thing too is that a lot of kids have come here
frcn Mexico.in the last 30-L0 years. They didn't have |

to come. If the kids don't vant to leu"n-English then |
they shouldn't graduate or vote. What other country
, lets people ;:ome in and start telling them what to do?
" Whereas a majority of Sunnydale teachers believe that ngicm pupils
. ought to be more responsive to change, & small group of faculty members
believe that the scl;ools shouid help Mexican pupils reinforce their ethnic
identity. In their view, teachers should recognize that Mexican pupils
are culturally different and that tge& - and school administratotg - ought
to learn more about Mexican and Blaclg culture, discern what the people in

the conmunity went from the schools, and then adjust the curriculum accor-

dingly. They are convinced that, although Mexican pupils are "good kids",

\ o/

I
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they lack the organizational and leadership skills required to bring
. -8bout the changes they desire. A principal role of teachers in Sunny-’
.. dale, as tycy see it, 1; to help puvils mcquire and fully develop these
skills and leadership abilities. | ' '
BLbntintial data 6n teacher and edzinistrator perceptions of their
own: roles was -collected and this data, presented in Table 7'20v testifies
to the overriding conc:rn among taachers that teacher dominance in the
tescher-pupil role system be naintuined. The school administratiwe‘itnrr
is perceived as highly ineffective in maiﬂfaining t&e stability of this
system becausé they are lax on pupil discipline, fail to fulrill their
‘own sup;rviser responsibilities and, in general, lack the leaQQr:hip qua—'
lities thax,ﬁre essential to ensure a smooth educutionai operation. or -
the five top school sdminiat;atora, only one is believed to have attained
even a modicum or success in maintaining proper pupil discipline. Although
administrators are most frequently singled out for criticism, most teachers

perceive that many of their peers also fail to exert adequate control over

diarﬁptive pupils. This perceived negligence frequently is cited as a prin-

cipal reason for what many teachers believg to be a continuous state of
discofd between segments of the faculty.

] In terms of the ACSP research Aims, those findings which bear upon tea-
che¥'percep#ions of their roles and of tye tedching-léarning processes are
of critical importance. As Table 7.20 aakes clear, teachers see themselves
as experts in their respective fields. °‘As profes~-ionals with sp- ~ialized
skills and knowledge, they believe that they should have a pivotal role in
decision-making dbout all respecta of the school. Thus they perceive their

training to have prepared them to:. (a) participate in the selection, deve-




.

. lopment and implungntation of curriculun, (b) assume full coﬂtrql over o,
their classrooamy ; (c) evaluate the progress of pupils, end (&) partici-

/ pete in the selection and evalustion of all protbssional nchool verson-’
v A .

nel. . . .

. L ‘
e oS oo oIt is interesting to not that, vhile teachers share an elaborated
professional ideology, their aelf—conception; as members of specialized T

14

academic comsunities have more profound effects on their axtitydés to-

wards teaching. 'Althéush conbtrgin;h by State Dapaftnnnt of Education . \
and logal mandates about what and-how they must teach, teaéhérs perceive
themselves to belrelativély free to.;ﬁte;pret assignments as they ?ée
fit. And the content vhich they select to transmit and their prescrip-
tions for their own teachins‘pehavior general%y are éonsist;nt with this
view of themselves as reprggentativcs of apecific disciplines.
The following exerpt illustrates thene points: |
Interviewer: Wwho decides what the teaching assignments viii be for
members of the social studies departﬁent?
T;acher: ' We urually work that out by ourselves although Mr. Cook
(principal) actuaily makes the assignments. Everybody
has their own specialty so we try to arrange it so that
‘each persch is teaching something he knows about.
' Interviewer: Are you saying that some teachers are aasigned to teach
subJects they know nothing about?
Teacher: I wouldr't say that exsctly. But you know this business
about scme teaéhers not knowing enough dboux\what they are

supposed .o be teaching just goes to prove that teachers

teach whatever they want to, At the Senior level, for

' l ..
Q . o /7 :"
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. ,
\\ i | Table 7.20 | |

1

INHERENT AND BEHAVIORAL CHARACTERISTICS OF ADMINISTRATORS
_ AND TEACHERS A8 PERCEIVED BY THE CERTIFICATED STAFF

Charaéteristics '. ' Number of Certificated
5taff Mentioning (N = 67)

K]

Teacher Beliefs about School Administrators T

Weak administration, 1ax discipline, give in

to kids; cave into BSU, militant Chicanos, . 63
etc; von't throw out the "dirty 100", can't ‘ ‘ \\\\_
control kids ‘

~Don't do their Jobs; never in halis, don't
want to supervise, never where “they are 62
supposed to be :

No leadership; administration doesn't know .
vhat rules are; won't define rﬁles; vacillate L6 -

Administration won't back teachers; give
téachers no support; not dependable; won't hhy |
help teachers; don't 5ive a damn about teachers ‘

Vice-Principal (Black - male) won't discipline, -
does nothing about school problems; too weak; ' 38
ineffeqtive

Administration resists changes, wants status _
quo, won't try to deal with problems, won't 2l
support changes - especially curriculum.

!

Good 10th grade dean (Black -~ female); shapes
up kids; .tries to do good job, effective, a 18
"loner" in the administration '

‘Weak district administration; let parents push )
around; overrule the school deans; appoint people 16
to positions on basis of color

Teacher Beliefs about Teachers

Some teachers lax on discipline; too lenient;
don't give enough "blue slips", give in to L2
students; too permissive

Teachers are experts in their fields; know what .
* should be taught; should decide what should be : 36
taught, how subjects are taught; select courses

11 i

h AN
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Union teachers are more militanf; fight for :
teacher pay, better teacher benefits . ' X%

\ﬁucﬁ conflict between teachers; between - -
teachers and deans; faculty divided; don't 33
agree vith one enotner

Teachers are professionals and thus should: T

have more say in running.schools; have voice 3
‘in teacher and administrator esaignments, - - »
bargain with board, ete. , :

Have limited control over pupils becnuse‘of: .
pupil family dackground; court rulings; nature 28

of Sunnydale pupile, their past experience ’

‘Union teachers intolerant, won't reason vith
others, act unprofessional, support demands T 22
of kids, down on administrators :

Don't demand enough fram kids; expect too ,
little from pupils; should push kids harder; : 18
should make pupils work '

N Should teach in own fields - not their "minors";
teach vhat they are capable of teaching _ 16
CTA teachers weak; won't stand up for their
rights; no backbone ' 16

Should communicate with kids; find out what's T,
on the kids' minds; keep ear to ground . 1k

. Departments too clannish; coaches keep to
themselves; no (or 1little) communication 1k
, between departments; reading teachers apart
. frdm rest of English teachers-

Can best assess pupll abilities; know vhat
kids can do, can't do , 12

Alweys in the dark; don't know what they are
'supposed to do; don't know rules 11

Coaches support ‘athletks who cause trouble,
wvant teachers to leave athletes alone let il
kids get away with everything _—

Teachers like old school marms; don't stick up
- for their rights; always pushed around; won't 9
"organize

o . | A ""f?f
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Teacher: (cont'd) e le, we are supposed to teach them a lot

economics. It's worked pretty well, too.
o Interviewer: You said that teachers teach what they want to teach.
Aren't there some legal restrictions? e

Teacher: éure there are. But you know good and well vhat happens
vhen the teacher gets into éﬁe classroom. He interprets
the reéuirements the way he wants tb. Besides, who's
going to check on him? | |

Interviewer: What do you think accounts for the manner in which

teachers interpret the requirements? y

Teacher: th, that varies but most always teachers have had certain

: \yinds of training. That's what's imﬁortant to them. For
| ?xample, I've had training in economics and have learned
a 1ot'througp working on my own investment accounts. I
think the kid; can learn so?ething from me about this.
You'd be surprised how many of our kids know practicaily
nothing about our system.

Interviewer: Do those of yoﬁ in the Bocial studies department reach

agreemént on vhat you will teach?

Teacher: 'Sure we do. There has to be some parallels and continuity

‘\‘

but again, the teacher has a lot of leeway.

S




137

The other nine teacheras in the social studies department support
the findings that these self-conceptions profoundly affect their choice

of subject matters. Of these, six staled explicitly that they were =i-
{ .

oo ther history or governfent teachers and that as such they ought to trans-~ -

mit conteat from these ersas as they have been traditionally defined.

Only two expressed the view that concepta ‘and analytic skills used by
scholars in a variety of so?ial science disciplines ought to be integra- .
téd into the existing curriculum. These two teachers thought of-%hem-
selves as interdisciplinarians and, as one mightquﬁect,‘they'wereaamong‘
° those teachers highly receptive to curriculum innovations like that de-
veloped by the ACSP.

'Whereas'a majority of Sunnydale students ;onsfder the school curri-
"culum inadequate, the certificated qtaff}ié reasonably convinced that .
7the‘curriculum compares favorably with other schools in the district.

There are several incons{étencres however (Table T7.21). ﬂThe existing
- curricuihm, for example, places .a heavy emphasis upon academic or col-
lege preparatory subJects. diven the achievemeut/academic orientations -
or teachers in general it is not surprising that they perceive the ex-
isting curriculum to be satisfactory. Their belief that the school dis-
trict spends too much money upon sports programs is consistent\with this ‘
orientation. It is interesting, however, to note the belief shared by
many that a college preparatory curriculum is not suited for a majority
of Sunnydule pupils. KThese teachers feel thaﬁ the school should take

the appropriate steps to revitalize and expand the vocational arts pro-

gram to better meet the perceived needs of Sunnydale pupils.

] ’;.7 fy
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Teachers have a highly coneistent set of beliefs about the teaching-

learning processes (see Table 7.22). In general, they believe that learn-

ing is facilitated when the teachers are dominant in the teacher-pupil: .

~ role system. This dominance implies that the\teacher selects, organizes;‘

and presents information to the pupils, who, in turn, consume the mater-
. \

islias_presentegggzjﬂgijgggger. Because Sunnydsle pupils are perceived
as resistant to leurning, teachers believe they must exercise their ‘?thf
ority to ensure that pupils eemplete their assignments.' This point.of
view is illustrated by one teacher's comments:
Interviewer I've heard some teachers say that Sunnydele pupils
don't really want‘to learn. Do you think thet's true?
Teseher: I would say that that's true for quite a few kids. Fer -

. s
example, this morning I had this idiot in class just sit-
ting there with his notebook'open looking out the winhdow,
vhilé I was lecturing I-asked him why he wasn't writing
and he Just sat there and looked at me. That makes me 8o
demned mad when a kid won't answer.

Interviewer: Some of the students in Mr.'Gibb's class told me that
this is a typical student response to lectures. Is'
that true?

TescherE Not in my class it isn't. I'm here to teach, not bﬁbysit.
But then you often hear that from kids who are in classes
where the teachers let them run wild.

Interviewer: You said that some teachers let the kids run wild.

What do you mean by that?
Teacher: There's just no organization, that's all. A few of the

teachers simply don't teach a thing. That's why I have
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everything put iogethéixfbr the kide before class even starts.

What I do is start the period by giving a lecture and from there
‘we go into a discussion., By giving them ‘ri:;rt lecture all of
them cen talk about what théy have learned. That way nobody is

f 4
left out. You have to remember that one problem that every

teacher Taces at this ‘séﬁaal‘fi'"th‘e"ﬁof*réiaﬁg'ainty of the

students. ;I don't 'think that it's very profitable to let the kids
spend a lot of'time reading for this very reason. ﬁpaides, ir1I ‘
did that wé‘Just couldn't finish the course. As it turns. ocut, we
usually don't finish anyway, but I think tﬁ;t it's important that

we cover as much ground a3 possible.

Although the beliefs expressed pere are predominant, a very small group
of teachers, most of whom see themselves as liberal, progressive typés, per-
ceive thq\traditional dominant role the classroom teacher as antithetical
to key pri?ciples of learning. In their view the teacher must provide
sufricient‘structure to the classroom learning environment to ensure proper
conceptual &evelopment. On the other hand, they feel that'the student;‘rathér
thgn assume the passive role of consumer, must actively‘participﬁte'in a series
of carefully sequenced learning activities. These learning aéti&ities; they
feel, should take place both fn the classroom and out in the community. Thg

following remarks illustrate these views.

Interviewer: What changes would you make in the schocl if you had the opportunity?
Teacher: ...We would like to see greater flexibility in scheduling to per-
mit a clusﬁer type arrangement. .Tﬁié wiy 8 stud?pt who is primarily

interested in ébience could be associated with a particular area of

I/,’ &
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the school and could have greater freedom in budgeting his time

N

so as to study differert subJects. Another thing I'd do is to get~ e

those kids who haye been thrown out Sf here repeatedly involved. .

| G;t them set up somewhefe on_campus dnd perhapi get them involved
in school and community proJects that are of interest to then.
. All 'of the kida in this school would be interested in this kind
of thing and there,is no reasc: why it can't be done.
Intez"vi,ewers: What would teachers do .iifterently? \ ,
Teacher: That's where the problem lies. Most peoplé here are so used o
hgnding out worksheets and 1ecturing to the kids that it vould be o /
difficult for many of them to adjust.to anything aittevent. Even
many of the kids wouldn't know what to do. They're alvays looking
. . for the ansvers and trying to guess what the-teaéher‘is gbing to

ask next.

The summary of findings ot the structure of teacher beliefg is presented.
in Table T7.23. Taken together, this datﬁ suggests that Sunnydale teachers
" see themselveé as engaged in a cthinuouﬁ struggle to edutaterfestive and K
, -genéially unresponsive pupils. The ability of the teaCher to adequatély
educate, or otherwise intervene in the habitual behavior patterns cf Sunuydale
B pupils ip pelieved to be quite limited because of a multitude of opposing
factors_e;térnal to the gshool over wﬁgch teachers have little control. In
t , general,'pupil learning ié believed to be facilitated by a teacher-dbminaied : A
teacher~pupil role system. With the exception of Oriental students, Sunnydale
. pupils are perceived as threatening the stability of the existing structure "

N ’ P
of relationships in the school. Thus, teachers believe that they, as well as )

the administrative 81 aff, must reassert their rightful authorlty over pupils

] o (’
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to ensure the mainte::nce of school role structures.

TEACHER. VALUE PROFILE BASED ON ETHNOGRAPHIC DATA

| The teacher valqe profile (Tqble 7.2&) is baged upon a preliminery
analysis of the ethnographié data ugedlto map'out the belief systems of
Bunnydale teachers. Those values listed in Table T.24 are among those which
are more positively and negatively held by teachers. As with the analysis

of pupil value data, the strength of these vélqes wvas determined by noting

the desired aevefity 6f the baﬁctions and by evaluating the degree of striving
toward attaining or maintaining events, objects, or states.

The two most interesting features of this profile are the extremaly

high value placed by teachers upon pupil compliance and aubmiséiveness and

an achievement/academic érientation. Although there would appear to be some
incongruity between these two velues, one must bear in mind teacher definitions
of an academic/achievemént orientation. Implicit in teacher ?efinitiﬁns of
academic achievement is the conception of ..e pupil as a passive agent, who
consumes teacher-pre;ented information, rather than an active participant
who collects his own data, formulates and testf,Pypotheaes, wvrestles with

and, on'occasion, openly challenges the ideas of both his teachers and peers.




Table 7.23 | | | ‘
SUMMARY OF FINDINGS: PATTERNS OF TEACHER'BELIEFS ‘
Beliefs about

teaching-learning
processes

Beliefs about school
and curriculum structure

Beliefs about teachers and
"school administrators

Beliefs about pupils and
their differential nature

Beliets,dbout Oriental pupils
Achievement oriented; high

Regular school attend-
ance prerequisite to

Beliefs about. school administrators
Weak, ineffective.
Fail to perform role duties.

Adequate school curricu-
lum; offer courses of
high qQquality.

intellectual capabilities.
Dependable, cooperative.
Excellent leaders.

Lax supervision of pupils.
Lack leadership qualities.
Do not back teachers.

Need more emphasis on
vocatioial education.
College prep curriculum

learning.
Much teacher struc-
ture essential.

Interested in school;

" Teacher should select,
. highly responsive. '

not suited to most Sunny- organize, and present
dale pupils. information to pupils.
Deteriorating standards; Pupils learn best by
drop due to achievement consuming teacher-
levels and potential of presented information.

Beliefs sbout teachers

Maintain insufficient control
over pupil behavior. )
Engaged in struggle to educate

Beliefs about Negro pupils
Rebellious, demanding, im-

pulsive, militant. pupils. Pupils resist learning
idsrespectful towards r ;It:eéouzzzzgzgsigflfzfiig' Over-emphasis upon therefore, teacher
teachers. to educate; factors ‘external athletics. must pressure and

Academically retarded.

manipulate,
Unresponsive to teacher

to school impede teacher effc -ts.

efforts to educate. grOfizziggatgéir respective ‘sgaiicfi:::t:izf>2§§:e‘
"Culturally deprived"; frzzds h 8p control; increase

disorganized houe l1ife. teacher-pupil contact.

Learning a step-by-
step process; puplils
must be separated
for instructional

Should have much control over

Beliefs about Mexican pupils achool role and curriculum
structures.

Disinterested in school;

i see little value in educa-

tion purposes by ability.
Poor sttendance; habitually
tardy. - 1

"Culturally deprived" or
backward; close ties to
Mexican culture; isolated

from "American" culture. =
Poor academkc skilfﬁ; o
educationally retarded.

Language problems. 15




Positive

Negative

Table 7.24

, o 1k3

. SUMMARY OF FINDINGS: TEACHER VALUE PROFILE

From statements

~ about pupils

K4

Compliance; co-

operativeness.

Achievement/
academic orienta-

-tion.

High intellectual
capabilities.
Punctuality.
Leadership poten-
tial.

Pupil participa-
tion in school
offices.

" Ability to com-

municate.

Non-compliance;
unceoperativeness

Lack of ambition

or desire to
achieve.

. Tardiness.

Limited intellec-
tual capabilities.
Unresponsiveness.
Excessive depend-

> .ance upon teacher.

From statements about
certificated staff

Dynamic leadership.
Firmness; decisive-
ness. ,
Professional status.
Independence. :
Dependability.
Resourcefulness;
ability to manipulate.

Permisaiveness.
Indecisiveness.
Vacillation.
Irresolutions.
Passivity among
teachers.
Faculty disunity.
Apathy.

]¢3¢;

From statements about

curriculum and teaching-

learning processes

Achievement/academic
orientation {rigorous
academic program.
High achievement and

intellectual capabilities.

Compliance.

Ability to work alone.
Efficiency. '
Orderliness.

Intellectual activity.

x
bl

Lack of achievement
orientation.

Limited intellectual
capabilities.
Noncompliance.

Excessive dependencc upon

teacher.
Inefficiency.
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' Chdpter 8

A THE STRUCTURE OF INTERACTION PATTERNS

l . . . R

‘.! , | . /«\;\

Chapter 7 has shown that both teacher and pupils have elaborate ~——

beliefs about the different ethnic'and social groups. These shared images’
and expectatlions result in adaptive responses that constitute the norms
governing social relationships in the school. This chaptfr will describe
patterns of interaction between school groups and explore the mechanisms

" that maintain these patterns. . '

v ’

INTERACTION PATTERNS BETWEEN PUPILS )

Sunnydale High School Z 1ntegruted (811 major racial and ethnic
groups of the community are represented), yet ethnicity is the 81ng]e most
important structural princlpal governing pupil-pupil 1nteraction. Member-
ship in cliques, clubs and orgunizations, and classroom seating arrangenents
are determined largely by race or ethnicity.

T

In those classrooms where the teacher assigns pupil scating the room
'T.takes on the appearance of a truly integrated sctting. Where pupils have "
been allowed to'select their own seats, however,rthe familiar cultural
pattern of firm racial and ethnic cleavage ”eppears. Figure 8-1 and Appen-
dix B, for'example, indicate this elustering. It is also interesting to
note the position of each group in relation to the front of the classroom.
Orientdl pupils, for éxample, nearly always are found tewards the front
wnile Black pupils seem to prefer the back of the room. Mexican pupils tend

to be more evenly distributed through the room, but uas the charts reveal

they elso segregate’ themselves from students of other rucial and ethnic origins.

11115 .
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Figure 8-1

SEATING ARRANGEMENTS IN CLASSROOM IN WHICH PUPILS
~  BELECTED THE SEATS OF THEIR CHOICE*

¢

Driver Education World History 10
(froat) | o (front)\\ .
M M 0'W W M 0 O B B ' "
| B OMMLM M MV VW -
'/ B O - M - B - - W B
- =« B B - B MMMM
B --B MM B - - M -
- - BB M - - - M - e
/
U.S. History English 10
(front) .(front) o S
l‘r M- W o0 - W M -
M O W B M3 , M - /
0 0 - B M B W o
- B W B B B 0 0
B B B (?) B - B - N
' B - M - B MMM

. *Symbols uscd in this appendix dehote the race or ethnicity
of pupils: M = Mexican; W = White; B = Black; 0 = Orientals
(includes Filipinos); (?) = race or cthnicity uncertain.
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Consistent with their belief that unique educational experiences are

requireé to meet minority,needs, pupils sort themse%ves out for certain

types of instruction on the bagés'o} race:or ethnicity. 'This became clear
when ACSP-RP gtaff visited tenth-grade.driver education classes to encouraze'
pupils to enroll in the Pattern; course. Two of these sections were com-
prised entirely of pupils Jho had chose to take ethnic studies in the spring.
In these classes (later to, become Black tudies)? all pupils were Black

with the exception of three Mexican girls %ho sat together in the corner of

one class ‘(see seating chart in Appendix-B). Only these girls opted for the

Patterns tourse, thereby insuring 100 pekéent BIlx¢k composition of the Black

)

Studies course for the spring.

Theoretically, enrollment in the ethnic studics program is open to all

Sunnydale students, but as the director of curriculum and guidance acknow-
ledges, peer group pressure operates to insure the racial and ethnic homo-
geneity of these courses.

Interviewer: I was wonderlng whether the ethnic studies prograx is open to

all students in the’ school.
?

Vice prinéipal: Of course, thé£~have to be. Any.ﬁid that wants to sign up
can take ii

Interviewer: I noticed that in the two Black Studies courses that we visited

all but threec pupils in both classes sre Black. Furthermore,

the three Mexican girls chose to take the Patterns course.

Vice principel: Well, that's a Black Studies Course. The kids know that,,

I'm not surprised tﬁut that happened.

Intervi wer: Do you have any ides why only Black kids sign up for Black
4

Studies and Mexlcan students for Brown Studies.

Vice principal: You know how the kids arc. They pet Logether.and talk about

who's going to take this course and who's éoing to take that.

b

: }}7
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So, they try to get in the same class with their friends.
In this case, some of the Black kids get toeether and Jjust
decide to enroll. They know that this course is new and

vas désigned for them. So, we have-Black Studies for the
Black kids end Brown Studies for the Mexican kids.

Interviewer: Do the counselors encouragé just Black kids to take 'Black Studies
and Mexican kids to take Brown 3tudies?

\ice principal: No. As I said, we Just atarted these courses this fall,
B ~ and we went to the Junior high schools and_askqg vho wanted
to take what. The kids decided phemselves after they talked
~ with their friends. l | |

Sunnydale 'upils resort to similar forms of mechanisms to insure the

‘ethnic homogeneity of the various school-sponsored ethnic clubs. School

\

regulatidns forbid student organizations to deny membership on the basis of

race, ethnicity,ufeligion, or national origin, however, pupils in ethnic clubs,

-

and the Afro-American organization, in particular, try to circumvent these

»

formally estsblished rules. In general, Sunnydale pupils dp not try to gain

entry to an ethnic club unless they are of the same racial or ethnic origins

but on occasion some students do challenge these informally established

t
]

criteria for ciub'membership.‘lln such instances, conflict usually results.
One spring afternoon, for example, a few non-Black pupils, who considered

: 4
themselves to be members of the Afro-American club, .showed up for yearbook
pictures with other Black club-pembers. fhe resuit, described the féliowing
dfy by the club spopéor, illustrates how pupils maintain the sharp ethnic

and racial cleavages that characterize Sunnydale.

Interviever: What heppened?

¢ponsor: The kids in the Afro-American club had their pictures taken todoy.
But when kids started shrasing upt%bme of the Black kids told the

!




’ ' ',non-Black kids to .leave. - Then il all started. OSome of the Black

kids start;d arguing among themselves as to whether the non-Blacks

were to have their pictures=taken.wi£h the group. John and another

. kid were really going at it.
Interviewer: What was John's position?

. Sponsor: He wanted theother kids to be included dbut the others didn't. I
felt sorry for Jenice and the other kids. We went to my room and Y

had. & conference about the whole thing.

Interviewer: Who was at the meeting?

*

Sponsor: Just me end the kids. I was the only white face at the teble. I
told the kids that if they didn't want non-Blacks in the club the
‘least they éouid do would be give buck the dues money that tﬁe
other kids had peid. But, they wouldn't lis'em, I couldn't reason
with therm. When they get it in their mind that they are going to
do somethlng you cun't talk about it with them reasonably.

Interviever: What reason did the kids give for exc 1ud1ng the non-Black students°

N\ Sponsor: They thlnkgtha% the club should be only for Blacks. and that the =
/
other kids can h;s& their own club if they want to. They Just didn't

want the others. .

Interviewer: You mentioned that some of the Black kids gave support to the
non-Black kids. How did these kids feel about it?

Sponsor: Well you knov John. He thinks its good that each group has its = °

own club but that there is no reason, to kick out the others. John's"

pretty bright and he knows that that is Just racism in reverse,

_Interviewer: Dq you know how many kids took the position that non-Blacks

should'be excluded?

gponsor: JIt's really hard to say although there were quite a few. I'm sure

that there were some who agreed but who Just didn't say enything.

" The 1mporuance of cthnicity also is evidert in the <ompo,1110n of clique

groups. Although there are many mixed friendships on campus, copecially

¢
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betweén Orientals and white;, membership in most is restricted by'race or
etﬁnicity; $here-also is conéide;éble cohesion between groups of the same
backgroundtand tﬁese grcups tend to congregate in speclific ar;:: of the
%éhool. Before the‘Opéﬁing,of sphooi, for examﬁie, groups of Blacks gather
in the central areas of Tolmaﬁ Hall. Groups of Mexicans, on the other haﬁ&,
meet at the northern end of the hall and in adjacent wings. These patterns
of segregation also eiist iﬁ £he cafeteria during thé lunch hoﬁr, in thg
pa;king lots before and éfter school, and at otﬁer gathering places near v
the campus. - ’

Although amiable relationships exist between éome students of differ-
ipg racial énd ethnic backgrounds, particularly among those limited number of
Istudeﬁts who aétively participate in studegt govermment and other school
sponsored prograﬁs, inter racial and ethnic}group strife is pervasive on the
Sunnydale campus One indication of the frequency snd intensity of fhese

inter-ethnic and racial confrontations is contained within the student section

of the recently completed school accreditation report. In answer to one of

the questions on the stu&ent survey that dealt with the weaknesses or undcéir-

able qualities of Sunnydale students, 86 pupils in a sample of 461 gave a

response. Of the 86 responses--grouped into 17 categories--Ul rertained to

" dissension among Sunnydale students and 25 made explicit refcrence to ;nter
racial or"ethﬁic friction. Obgservations of pupil behavior outside the
classroom revealed that while éltercations are not always between pupils of
differing racial or ethnic origins, this pupil recognized patter of inter-
group strife prédominates. Of the 19 obscrvations of physical assaults or

heated verbal exchanges'between students in Tolman Hall, for example, 13

involved pupils of dif'ferent racial und ethnic backgrounds. Interestingly
. .
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enouéh, in the 6 other disfnptive incidents invo'ving pupils of the same
race or ethnioity, all were Black moles.

Teachers and adminietrators readlly edmit that it is often exceed-
ingly difficult for them to discern the root causes of physical confronta-
tions between Sunnydale students., Nevertheless, several‘observational and
interview data indicate that inten racial or ethnic donflicts frequently

!

arise when individual students violate normative student expectations that

' fraternization be confined to members of ones own racihl or ethnic group:.

In view of the pervasive student belief about the importance of reinforcing
students' ethnic or racial identities and maintaining| ethnic group solidarity,

this group norm is really not too surprising. As a general rule, gossip and

other mild forms'of sanctioning are sufficient to ensure pupil complience

 with these expectations although other more stringent control mechanisms

frequently ere employed The following incident, observed by the investi-

gator, amply illustrates the point. One afternoon, during the break between

periods 5 and 6, one Black boy and two lighf skinned Mexican girls, one of

.whom had her arm around the waist of the boy, were walking down Tolman hall

together. As the three students turned to enter one of the classroom winge,
one of the three Black boys leaning against the wall murmured "spip lover."
This derogatory term for Mexicans, infrequently used b& Sunnydale students

yet still commonly heard in the‘nmerican Southwest, was gpparently intended to
reprove the behaviof of the Black boy. The Black etudent and his Mexican ’
girl friends either\did not hear or ignored this first remark but when one

of the other Black boy;‘madc a second comment, the Black boy walking with

the "two girls turned, took several steps forward, uttered a few obscene re-

ﬁlier, and then asked all three boys stoending along the wull if the;, wanted to

] ( ; 0
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_7

"do acumthing about it." As one Xf the three boys began to step forward,

both Mexican girls.intervened and began pushing their friend down the

‘hall.

v

While physical strife between Sunnydaie females is much less , ' «
frequgnt then -among maies, that which does occur tends to be equally vio-
lent ahd highly passionate. Because Sunnydale girls traditionallyﬁhave'

made advance preparations for their confrontations by‘wearing'slacks or

‘Jeans to school, the administratlon implemented a rigid policy which pro-

e e e e e [, e e . ‘

' hibited girls fraom weazing slacks or pants of any kind. With the advent

of pant suits and similar pepular elothing styles, Sunnydale gir;s begaq

to bit@erl; attdck this policy, and so, )by Spring, the school administra-
tion relented and did permit the wearing of "dress" slacks. Subsequent to
this policy change, several girls poek advantage of the new ruling and began
wearing what both teachers and students termed "casual" slacks and jeans.
True to the predictions of many etaff members, a disproportionafe nuhier

of thOse:girls gielating fhe spirit of the new pelicy became involved, '

S S
at one time or another, in fights with other girls.

-
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INTERACTIQN'PATTERNS BETWEEN PUPILS AND CERTIFICATED STAFF
In the past few years tﬁerq has‘geen'a proliferation of accounts

by former4teéchers md others sbout ways in'which teachers regiment
pupils and truncate hhéir inte}iectual developﬁent. In general, the
ethnographic-déta collected here confirmé these accounﬁs. Teachers
- continue to maintain their strict dominance Qvér the classroom, for
example, despite increasing evidence that'aheer dissemination of in-
formation does very little to contribute to their pupils' deQelopment.
Téﬁigggﬁiwéiéérly reveals thétAtéacher lectures, "explaﬁgtiods" or

"talks" displace almost all other classroam activities. Qﬁen the high
- percentages for lectures are added to those for individﬁal'assigﬁments -
and films it can be seen that during 70-80 percent ofltheir class time
pupils function'aé passive agents who are supposed to consume teacher-
presented jnformation.u Most of the remaining time is sbent 3n what
' teachers termr clasé?oém discussions. Both the observational and
interview data discloses, however, that most class "discussions" turn

out to be question-answer sessions--the teacher asking the questions,

the pupil repeating information given out earlier,
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Table 8.1

1

i ' . '
FREQUENCY DISTRIBUTION OF- VARIOUS TYPES OF CLASSROOM INSTRUCTIONAL

ACTIVITIES ORGANIZED  BY TEACHERS IN THE SOCIAL STUDIES DEPARTMENT

|

* Approxiﬁate perpenﬁége of time allotted to
. each classroom instructional aétivity
Individual
assignmen .
: | ~ |(reading, 4 Individual|{Group activites
Informant{ Lectures/ writing, Class or group |(commitiee work,
number* |explanations research,etc. )| discussions| reports etc.)
00/12 50 25 10 VO ‘Less than 1 °
00/13* 30 30 15 5 . >
00/1k " Lo 20 20 5 Less than 1
01/00 30 30 20 5  |Less than 1
. | ]
01/01 ° ho . 20 20 5 5
01V02* 10 10 30 110 25
01/03* 30 20 20 5 |Less than 1l
01/0k ko 30 10 ¢ 5 |Less than 1
01/05%* .
01/06* -0 30 10 Less than |Less then i
: T 1 ¢
01/07 20 20 30 . 10
Films Use of library |Debates. Speakers '|Field trips
00/%2 10 Less than Less than
' (- 1 o 1
00/13 10 p) A |
00/1k 10 5 Less than |Less than
1 1
01/00 15 Less than Less than
1 1
01/01 10 Less than |Less than |
L 1 1
01/02%." 10 5 Less then |[Less than
1 1

¥

2




153

Table 8.1 (cont.)

]

' Inrérmant .
"~ mimber | Films Use of library | Debates Speakers | Field trips
01/03% 10! 5 Less :than |
: , - 1
01/0k 10 5 Less than
. N . . _1
| 01/05%# ' ' |
" 01/06% 15 "5 ‘ Less than
. ¢ 1
01/07* 10 5 | Less than | Less than
1 1

" #Informant numbers followed by an aszigisk indicates that the interview data
from teachers were supplemented by three or more observations ofi their class-
room teachingQQy the investigator. g

##ACSP staff member

-I(ij




The students' adaptive responses to the classroom activities organized
by teachers are indicated in Teble 8.2. Since a majority of the Sunnydale

student body are Mexican and Black and, as the data in Chapter 7 discloses,

‘they in particular are disenchanted by and generally predisposed to harshly

criticize and/or rebel against the educational experiences offered to them,
one might expect teacher-pupil conflict in the ciassroom to be persistent
énd severe. As a result qf their school eggeriences, however, Sunnydaie
students are fully cognizant of the teachers' classroom daninance--and of ihe
consequences for thpse who 6penly challenge teachers or administrators, Con-
sequently, as table 8.2 clearly reveals, studenté, rather than re.orting to
contihuous disruptiye béhavior, communicate their scorn in other ways: large
numcers of students are Very late t% class and many never do arrive; those who
do attend, more often than not, are sullen, withdrawn and submissive. 1In fae£,
the most frequent teacher complaint about the classroom behavior of pupils--
apart from lamentations about the lack of punctuality- is thatlstudents are
unresponsive and do as little work as possible, The following exceptioﬁ may
be cited as evidence to prove the.rule.
Teacher: I don't know what's wrong but I've sure had a good day.
I even -enjoyed my ciasses for a change.' |
Interviewer: What happened? ’ - ;
Teacher: 3 Well, in this one class, I was telling the kicds about the dif-
ferent integration proposals that they have been working on in
Washington. So, when T finally éot,to the freedom of choice
plan, this kid pops up and says "That don't work, Mr. Ishii."
Man, I sbout fell oul of my chair. Hece's this kid sitting there
as usual looking at me as if ne's half asleep. And then he comes
out with that! A% least some cf them were paying atlention for

a change.

»1($F




Percent of Classroom Teachers
Mentioning (N=U6)

50% or more .

25% - 504"

104 - 25%
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TABLE 8,2

Student Classroom Behaviors

. . Behaviors

Tardy to class

Unresponsive; sit and do nothing or as
little as possible

Do not pay attention

Feil to participate in discussions or
class activities

[

Will not- answer questlonl or reply to teachers

Show effects of taking drugs ("reds," "uppers,"
"downers," etc.

Work slowly

Fail to’'do or complete assignments

Daydream, look or stare out windows

Do not follew instructions; do the wrong -
thing

Read magazines, Hi-Lite (school newspaper)
or other non-class related material

Do only what is required of them

Restless; never "settle down"

‘Disruptive; non-compliant; uncooperative

Do sloppy or unsatisfactory work
Disrespectful behavior
Fight or argue amongst themselves
Act militent; espouse ideology of militant
groups
Challenpe word of teachers; won't accept.or
challenge teacher statements
Talk with friends
Make up or look for excuses to get out of
class
Won't salute flag
Do satisflactory or good work in class
Act smart or like they know something A
Pass notes among themselves; communicate
with one another clandcstinely
Do other course work in class
Brinpg forged (or phoney) admit slips to
class




156

Interviewer: Do you mean that they usually don't pay attentjoh?

Teac..er: Most 'of the time they just sit there and stare at me. If you
ask them a question they'll say "I don't understaﬁd the ques;
tion" or something like that. Thap's why I just about went
through the floor when this kid séid that thié morning.

It should be noted at this juncture that Table 8.2 depicts the modal
pattern of Sunnydale §tudent classrpom behav’. sor rather than an- ethnic or
racial patterﬁ. While it is true that there are some variations in the
classroom behavior patterns among students of different ethnic and racial
origins, the conélusions previously drawn ffom these data apply to all
Sunnydale groups. For example, the data summary sheets, from which Table
8.2 has ﬁéen derived, revealv that even though Sﬁnnydale students tend'to
be nonnresponsive and passive, u disproportionate number of them whc do
engage in disruptive, non-compliant classroocm behavior are Blacks. Of the
9 teachers, on the other hand, who mentioned that Sunnydale students gen-
erally do sat;sfactory work in clasé, 5 went on to make additional state-

ments"abput the diligence of and the high quality of work done by Oriental

/

students.

: Alvhough generally passive in the classroom, heated student
outburﬁts occur not infrequenily when teachers touch upon issues that
arc highly scensitive among minority students. During the school

year, several tecachers reported incidents




in which they were verbally assaulted by pupils because of something that

they had said: The following illﬁstrative data typifies the nature »f these °

teacher~-papil confréntations in the classroom.f*

IntervieWer. Mr. Gibbs told me this norning that you ve been having some

trouble with some:of your students.

Teacher: ' That's right. I haven't told you about that, have I? wWeli, I'11
tell you what happeneé, The other day, in my third period.class,
I got into a debate with a few kids sbout saluting the flag. I
told this one militant kid that the flag is a symbol for democrecy,
requality, and & lot of other things. I asked him if he agreed
and he didn't have anything to say, Then, I told him that if he
didn't love it (ﬁeaning, presumably, the U.S.) he should ledve it.
The kid, got all excited and asked if I was suggesting that all
Mexicans go back where they came from. I told him "No" but that
if one didn't liﬁe what the flag stood for then he ought to get
out of the U.8. The kid I was speaking to in class left and went
and told some of the other kids in one of the Chlcano clubs that
I said that all Mexicans ought to go back to Mexico. Well, that

gave the kids an excuse to start something.
Interviewer: What has happened since then?

Teacher: Well, Curtis (Vice Principal) saw me this morning and said that
the word had gotten out into the community. I have already told
CTA (California Teachers Association) about it and they told me
not to worry about it, to go homeand relax, and that they would
support me all the way.

Interviewer: What do you expect to 'occur next? -

Teacher: I don't know. The kids may forget apout it and the whole thing

will blow over. I'll Just have to wait and sece.

)

Conflict between teachers and students outside the classroom is more

frequent and severe. This persistent conflict in arcas outside the classroom

](;'s.-




is explained by the fact that pupils can maintain their anonymity thete
_ . |
and, unless the teacher ig willing to try to forcefully apprehend a male-

factor, go unpuﬁished. Dissension tends to be greatest between teachers

\
and Black pupils, but an increasing number of Mexican pupils openly chillenge

.8chnol regulations.. Although most student-teacher conflicts are strictly

L}
verbal, an increasing number are physical There vere at least three

\

i
physical incidents during the school year incluging one in which a teaéﬁer
was injured severgly enough to require several stitches in the monuth.

One typicel way in which pupils try to offend, or otherwise show their

g

disresﬁect for Sunnydale teachers is by using obscene lahguage in their
prés;nce or by making a derogétofy reference to.the teachers'fappegrance.
-éeveral dézen inc%dents of this nature were reported by teachers and the
investigaﬁor himself experieﬁced similar treatment on numerous occasions.
Although the event repOrfgd'below Qas rather prolonged and atypical in the
sense that the teacher responded, the remarks are characteristic of those
made by Sunnydale pubils to teachérs outside the ¢lassroom. ‘
Black girl: (Opening the door to the teachers' cafeteria) Did a teacher

with white shoes on come in here?

Teacher 1: I didn't see anyone, but then T don't usually look at a guy's

shoes.
Black girl: Come on. He's got white shoes on and is wesring shades.
Interviewer: You must mean Mr. Jscobs.

Black girl: I don't know vhe he is. He's just weuring white shoes and shades.
(Mr. Jacobs walks back out oi the serving arca vith a lunch tray

in his hand) What did you call us?

Teacher 2: (Wulking tovards the door) I didu'l call you anylhing,.

1 (ru
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1.

Black girl: Yes, you did. You called us'a whore.

Teacher 2: I didn't call you anything. When I walked around the corner
I heard ohe of you say "Doesn't he look like a pimp?" All I
said was "I'd rather be a pimp than a whore". I wasn't talking
to anybody. '

"Black girl: That's what I thought. You called 1.3 a whore.

Teacher 2: I didn't call anybody anything. (Mr. Jacobs welks back to the

o
lunch table. Girls leave the lunchroom)

- Teacher 1: What happenedlanyway?

Teacher 2: I was walking down the hall and I ﬁassed these girls and one
of .them said "Hey, doesn't he look like a pimp?" And I ssid
I'd rather be a pimp than whore.. That really made those girls
mad. Boy, if ‘one of them had put their hands on me, I'd.have
laid 'em out cold. That's one thing that really makes me damned
mad. We don't put up with that whére I come from and that's Just
the reason why I'm going back to Oklahoma.

o

Interviewer: You said that you are leaving because.of this sort of thing.

Has anything like this happened before?

Teacher 2: Too often. These kids don't have any respect for teachers and

A

they'll do anything in the book to get at you. I've had enough
of it.

Sunnydale teachers,'as we have already noted, respond to verbal dbqge .
and disruntive pupil behéviors by demanding that the school administrafgén
resort to more repressive measures. Given the social organizatim of the
school, with its extraordinary emphasis on timing and careful sequencing of
all activities, the preoccupation with order is not surprising. But, the

measures employed to enforce regulations are perceived by pupils as unduly

harsh and these perceptions, in, turn, scerve to exacerbate the friction.
X '

I'io
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One afternoon a teacher noticed a boy leaning against & locker near the

street door. 'Obviously disturbed by the boy's presence in the hall, the

teacher approached him and the following exchange occurred:

Teacher: What are you doing out here in the middle of the period? Why
aren't you in class?

Pupil: ‘I don't have no class nowt: I'm in Mr. Harvey's class (menta;ly '
retarded progran) and I got to go to work. -

Teacher: Well, don't you know you're not supposed to be in the halls? If
you're going to work'then let's. get going.

?upilr I am but I'm walting for my ride. Besides, I'm Just stgnding“by

&

the door. I'm not making no noise.

Teacher: I don't care whether you are or not. Just éet out of the hall.

Stand on the outside if you want, but move.

Man, I'm not looking for no hassles and ain't making no noise.

~’U:
[l
=

Why can't...
Teacher: Move!

Pupil: (Walking out the door) OK, cop!

As the two of us walked back to the hallway which we had originally
intended to enter, the teacher gave the following explanation for his own

behavior.

Teacher: Punk kids like that burn me up. If I wouldn't lose my Jjob, I'd
- work kids like that over.

Interviewer: Is there a rule that says thal he can't be there in the hall?

Teacher: You damn well better belicve there is. 'The kids know thatl they

are not supposed to have one foot in that hall during class periods,

The trouble is we don't enforce it enough.

Interviewer: I was Just curious because he was standing right by thedor

and he was heing quict.

J e e
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Teacher: Yes, but if yo\ give an inch they'll take a mile. Rules like
) that mey not see wery important but once you give in the 1id
blows off ‘and then you've got no control. I think yoﬁ can see
that just by the way that smart elec talked back "to’ us.

These data on the interaction patterns between pupils and the cert?fi-
cated staff illustrate how teacher~adapti§e responses to pupils reinforce
pupil beliefs that Sunﬁydg}e teachers are inherently hostile and}try neither
to understand nor sympathesize with the educational néeas and interests of

pupils. Rebellious behavior outside and passivity and/or uncooperativeness

in the classroom, on the other. hand, are accepted by teachers as evidence :
that pupils are.disrespectful, have limited'self—éontrol,.and are uninterested
in education. Furthermore, these datadllude to the great obstacles to be
overcome by any who wish to successfully intervene in the currentgsjstem o
because the patterned adaptiye responses of each’ group are the maqifestatiop

, % : °
of self-sustaining belief systems. »

INTERACTION PATTERNS BETWEEN THE CERTIFICATED STAFF ,
That teachers consider themselves representatives of the spébialized
.@isciplines is of crucial importance, for this orientation és one of the
major factors governing interaction between facdlty members. To a large
extent the members assggned to the various departments entered the school
sharing.similaf academic orientaticns and.the arrangement of the physical
piant and the nature of *ﬁg role structure help to reinforce ond maintain
these equivalences. 'Teachers in the same.department, for example, tend to
b? in the same general location most éf the day, and although they are con-

fined to classrooms for most of this time, the breaks between classes (durin
’ v
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which teachers are expected to inspect the halls) afford them an opportunity
to intergét with others 'nearby and to solidify the friendships thus esta-
blished. |
] The strength of.the ties that develop betweeﬁ members of the same
department alsq are revealed by the degree to which they interact during
thoée pefipas vhen they leave their classrooms. During the lunch hour,
for example, persons belonging to the same department generally are found-
,eating together. During a two-week period the inVestig§tor'atteﬁptea to
map out the luncﬁ hour patterns by observing seatiné arrangementé during -
this périod.' The Tirst five to ten minutes of tﬁevtwoolunch périods were'
;pentvat the various eating facilities; noting thetngmes of those pfesent
an& their arrangement in the room. Near the end of the period.each room
was again'visited and the names and seating arrangéments recordeé. This
procedure proved important because -some teachers ate in the teachers'
cafeteria, but thedxreturned to one of the other facq%ty meeting areas to
join their friends.n \

The data presented in Table 8-2, Who Eats Lunch with Whom?, confirms
fhat members of the sane department usually were found together. IEven before
these 6bservations, however, the investigator noted that one of the faculty
lounges was used almost exclusively by members of the business department,
especially during lunch periods. Data yielded by an interview with one
teacher in the business department about this pattern are instructive becausé
they indicate the more importsnt reasons why members of the same department

interact so frequintly with one anvther outside the classroom. The relevant

Ié)
excerpts from this interview transeript arce as follows.
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: : Table 8.2 °
WHO EATS LUNCH WITH WHOM?
PERIOD 5A
Teachers' cafeteria
Informant Department Informant Department
number affiliation number affiliation- .

Main table 00/1k4 Social studies Table 1 03/03 Mathematics
e 01/05 Social studies 03/07 PE

01/06 Social studies . 03/08 PE _

05/05% Special educ. . 0L/10% Industrisl arts

05/06 Special educ. o !

05/11 Special educ. ,Teble 2 06/04 - Driver educ. :

'06/02  Driver educ. -

oh/14 Fine arts
Teachers! lounge, Room 6A ' Teachers' lounge, Room 28
Teble 1 01/00 . Sociel studies 03/33°.) Business

01/01 Social studies 04 /00 Business -

01/03* Socisal studies ok /02 Business !

02/05 English - ok/05 Business

. . 00/13  Social studies

Table 2 01/04 Social studies ., . 05/07 Special educ.

02/13 Mathematics
ok/11 Fine arts

Sciente workroom, Room Lk

None

‘BREAK BETWEEN PERIODS 5A and 5B

Teachers' c¢afeteria

Main table 00/0k Vice principal
. 00/05 Vice prihcipal
05/10 Special educ.

Tehchers' lounge, Room 6A

Table 1 00/09  Counselor
02/09*  English

Table 2 00/11 = Counselor
0L4/0T*  Industrisl arts
05/03*%  Spccial. educ.




3

-

4

Table 8.2 (copt.)

PERIOD 5B

Teachers' cafeteria Science workroom, Room Ll
Informant Department, Informant . sbepartment
number  affiliation ' number s affiliaetion
. Main table 00/10 Counselor - 01/02% Social studies '
. 01/09 English 01/07* Social studies
01/10 English S 02/06% Science :
01/13 English ) 02/0T% Science
- . 05/09 Special educ. 02/08%  Science
' 05/10 Special educ. ¢ 02/10% Science
04/09  Industrial arts -" . '03/00% ., Mathematics
Teachers' lounge, Room 6A - Teachers' lounge, Room 28
Table 1 01/12  English 03/12% Business
) 01/14%  English '00/08 ° Counselor
102/01  English e .
02/02% ' English . " (
: 03/14*  Business : e
Table 2 05/00 Fine arts ' 2

05/01 Fine arts. , o
oh/01 Business ' '
03701 Mathematics
Table 3 ok/12 Fine arts
' _B4/13  Fine arts
T 05/12 Language
05/13 | Languege
05/08 Special educ.

¥Informant numbers followed by an asterisk indibatés that the teacher is
a member of the American [Federation of Teachers (AFT). o

D
\\—— -

4
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L

Interviewer: I've noticed that this room is used almost solely by the
' | . same gréup of people. Has thls room been reserved for your

v use?

Teacher: Oh, no. Anybody who wants to can use it. One reason why'some
people neven come here is beeause we agreed a long time_ago that
this room would be ?or non-smokers, But, as you can see (pointing
to an ashtray with several discarded cigarettes) it didn't'édrn
out that way. One reasoe,why most of us use it is bégause it's» .

. so close.. : g‘ ' .

Interviewer: Close to what? ’

Teacher: Oﬁr,classrooms. The business department classrooms are all right
. around here,&bu know. I guess you coul( say we just expropriated it.

INterviewer: Does anyone else ever use the room? \ ’ .

. 1 . _
Teacher: Sure, especially during class porlods§1r29x Rand always does her
' T

work in here during perlod 2 and Mr. alta (Vice Principal) "
always stops by for a c1gareute or two. But, during lunch you
“can uoually find everybody in the department in here at- some time

or another. It gives us a chance to get together and talk. Some-

" times we hold what vou might call "mini-department" meetings.
Interviewer: What's a "mini-department™ meeting?
Teacher: You know vhat'I mean. They're kind of like those "mini-faculty"
meetings we used to have, Only, in this case, those of us in the

department with the same Junch period get together and talk about

vhat we want Lo do in the way of gffering courses and‘gtuff like that.

In Table 7.23,we noted that teachers tend to perceive the athletic program‘
as one vhich receives a great deal more finuncial and school supbort than '
¢ N -
- it warrant§. It is not surprising, then, that coaches and mermbers of the

" regular teaching staff‘rarely interact with one another. As the data in

Table 8-1 indicatles, coaches avoid those fucilities vhere other ﬁéachers
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‘congregate for lunch. Memgers of the boys' physicel education staff inter-
act almost entirely with other P.E. teachers or wlth'thoseiteachers who
. coach after school, As a rule, the coaches‘purchase their lunches from '
‘the csfeteria end immedlately return‘tc the department office.to eat with

other coaches. No male coaches were ever observed eating outside this office. -

2

t

In afew of the larger departmehts there are several smaller cliques,

o

This is partly due ‘to tha greater rol;&dlfferentlation in these departments )

/ 3

e, ‘ and tq/the varidnce in teacher orlentations which results. *In the,English

-

’ departmegt, for example thr%e-différent groupings of teachers can be dis-
ceynedg dlfferentlated by the txpe of students they teach. As a result of

the low .academic achlevement of Sunnydale puplls, about half of tne English.

' [

faculty teach remedlal courses, These teachers see themselves as, experts

in-reading, and they udually convene during the second lunch ho ; ‘in the .

}

teachers' lounge to talk about their special problehs. .0f thoseﬁyho teach. "
"average" pupils (levels 3 and 4) three frequently complained bost differ-
entiating on the basis of tested'reading and writing abilities |and tenh to
.be critlcal of the curriculum in general. Two of these have the same luneh
v ‘hour and'always ate lunch together in the teachers' cafeteria. The two
teachers, including‘the department chairman, who teach levels 5, 6, and T
(academically skil§fd pupils) ezclusively, do not clique with one anéther,
but seek out facultkyin cther departments who share their cencern about a -
o rigorous academic proéram.
Each eepartment also holds poriodic-meetings to diseuss the curriculum,
problems of scheduling, classroom ané subjeet assignments, and other matters

of mutual concern, These mectings, usually orpunized by the department
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cﬁairman, are held after school. Aside from school-related busincss,

they offer-teachers an opportunity to solidify ties that already haie a
e "

-
re

natural tendency to devw:op,

- .

Nearly'everj member of the certificated staff also belongs to one «r

.

both of the professional teachers' orgaﬁizations. The Sunnydale Teachers

Association (STA) to which gn overwhelming majority of teache 1 adminis-

trators belongs, is a chapter of the California Teachers Association (CTA)

and an affiliate ofthe National Education Association. The smaller and

more recently organized Supnydale Federation of Teacher§ (SFT)'isnconnected

with the American Federation of Teachers (AFT). The principal functions of

bo@h organizations are to suﬁport strong educational programs, to protect

the general interests of teachers and to provide social activities for members.
Aithough AFT membership includes only 20 percent of the facully, a dis-

proportionate numher of young teachers belong. They fill most leadership

posifions and tend_to be its most active supporters. Of the dozen or so

most active members, five telong to the science department and two to the

social studies. These teachers interact frequently with one arother and

both on and off campus &ard, as Table.8-2 illustrates, can nearly alwasy

be:found cating lunch together in the science department workroom. Apart

from this group, most other teachers huve joined the AFT principally becsuse

of its militant stuance on such issues as[collective hargaining, pey riises

and fringe benefits, Although suppgrting the organization on economic isgues;

these less active members occasionally denounce the leaders' pbsition on

matters related to curriculum, the legitimacy of pupil demands or requests

for structurql changes and the nature of the proper teacher-administrator

role relationship. On a few occesions, these relatively non-aclive members

Ivg
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geﬁ together with the leaders during lunch, particularly when'they dc have
a grievance in vwhich they wish the union to become involved éf when they
wish to learn about negotiations that perteln o their economic interests.
As a rule, however, none eats regularly witl, i more active members in ) /
the science workroom. . _ o /
| As Teble 7.20 in Chapter 7T indicates,.kFT meﬁbgrs are perceived by both
union and non-union teachers to bé "militant" or "radicai". Dﬁring the
student disorders of the previogs,spring, for example, the union leadership
backed many pupil demands. This not only alienated noqLunion facﬁlty but |
also caused considerable dissent in the union ranks. The following inter-
view with one of the less active union members suggests_thé nature of this
~conflict. |
Interviewer: I understand that you belong to the union. I wag curious to
know since I have 't seen you at any unicn activities.

Teacher: I'll have you know that I haven't done any agitating this year
because CTA is getting off its fat butt. The union has finally
started getting to them.

Interviever: Yes, but are you a member?

Teacher:‘ Listen. I was Fhe {irst union member around here six years ago.
Now, there are about twenty %f us. Look at what we've done to CTA.
They will even consider striking. We're a recl thrzat to them
because it was getting to the point where they wouldn't do anything

for teachers. That's why the union has been a big help.
Interviewer: What hac the AFT done for teachers?

Teachers: Theylre giving teachers Just a littlc it of backbcne by showing

them that they can get what want if they organize themselves.

Interviewcer: How elfective has the union been?
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Teacher: Well, this year we sure didn't éet very far on our pay raise,
did we? But, at least they're ip there fighting. You know, last
Year T got a little angry at most of thosé:guys though becausce
they were right in there telling the kids to go right on insisting
that they get what they want. I Just don't buy that. I'll tell
hyou, MecBride (another union member) and I really:qent around and
around with them sbout that last year. This year though they're
back onto board so 1'11 give them my support. Tpat reminds me,

. I think I'11 go down to the cell meeting and find out what's

happening over that business of cuiting the budget next Year.

Where is that? Room 28, isn't it? I think that it's something
like that.

About_three—fourths éf £he faculty belong to tﬁé well-esteblished. STA.
Membership in this CTA affiliate is 0pen‘to all members of the certifiéatea
staff, i%cluding locai gnd, district administrators. Unlike the AFT, which
_purposely excludes those with the auﬁhority t0 hire and fire school person-
nel, the CTA welcgmes school administrators. The STA leadecrship tends to '\
come frém-the older faculty. Until recently, most faculty members considered
a top position in the local CTA organfzation a prerequisite to advancement
into district-administrative ranks and these close ties to the administrgﬁion
of both the lécal school and the district have, in the past, led the éTA to |
support admiListrutive decision.

‘Despite a willingness on the part of teachers in both orpganizationz to
work togelher to advance their cconomic interests, conflict Betwoen younger
and older teachers often surfaces. STA members, for example, complain that
AFT wembers asre lax oh pupi; discipline and too often push for impractical
and/or improper chenges in school strucltures. AFT members reply that t1he

school is responding inappropriately to the nceds of ils pupils and cloim
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that teachers should, therefore, éxpen¢ greater energy to discover the
educational needs ¢nd interests of pupﬁls so that the sdhool program can

be adjusted accordingly - ‘

Althougﬁ<these conflicts exist, téachers'unaminously agree upon the
importaence of maintaining teacher dominance in the teacﬁerwpupil rocle system.
Throughout most of the school year, hq#éver, teachers felt that adm;nistratops,
and thé Black male dean, in particular,zeffectively diminished the authority
of teachers by refusing to firmly reprim;nd and/or suspend disruptive pupils.
Consequently, teapﬁers éontinually gossiped sbout their ineffective discip- |
lineary practices and océasionally would démand cxplanat%pﬁ; from then
regarding the manner in which they dispensed with specific Eases. Of the
£hree deans, only the Black female was believed to be fulfilling her duties.
Because she was believed to b= the only administrator in the school struggling
to maeintain the existing role structure, many teachers wigh pupil problems
were circumventing the principal and the other deons .

The frequency and intensity of conflicts betwecn teachers and the Black
male dean warrant special comment because they reveal the overriding teacher
concernﬂ@bout the maintcnance of school role structure. This dean had esta-
blished good rapport with many Lunnydale students, especiélly.Blacks, and .
in generai, sﬁpported the efforts of minority pupils to pﬁesent their critical
views about thelschool to the faculty and community. ' Furthermore, he endorsed

. many changes %n school structures proposed or supported by students, most

of which were unacceptable to the faculiy. When working with pupils, the
' §

H

dean oczasionally transpgressed school regulations and this led an.increasing
number of teachers to demund that he either be removed or be beld wecowtoble

for hic actions.

Ay
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Toward the end of the school year interpersonal relations between

&

faculty members and this vice principal beceme more abfasive, particularly

after he had become involved in setting up a meeting between Sunnydale

students and the menbers of a club in a school in a ﬁéarby community. This

event, held for the express purposé of'faciiifatiné communication between
pupils‘of‘diverse-racial and etﬁnic origins, had not beep scheduled on the
gchool calendar and thus many pupils who attended the meeting were unable

to meet commitments previously made to other school organizations. Both |

the mauner in which this mééting had been-érranged and the pupils sfelected

by the vice principal to attend the meeting caused considerable consternation

among the faculty and they, in turn, demandcd an exﬁlanation from-him for

his behavior. Such an opportunity arose later in the week during a regularly

scheduled faculty meeting. A lengthy portion of his explanation and an

exchange that occurred between him and the vice principql who articulated

the views of teachers appears below because it typifies both the nature and

acuteness of the friction that persisted throughout the school year between

hip and the rest of the certificated staff.

Vice principal: T want to take a minute to talk with you all about a meeting
that I had something teo ﬁo with at Lincoln High School since’,
there spem tc be a number of peaple on the faculty upéet
about it and have had some bad things to say about what went
on...Since we've had a number of problems here desling with
student unrest and what-have-you, I thought it would be a
good idca -for our kids to get together with some of theirs.'
Now, 1 asgked this glub president when he called, who should

I bring wnd he said whocver was interested. Now, I'm going to

try and be unemotional about this but beirg Black and all

vhat, T'1L at least try. I know somcebody hag said that Just
] . J )

1&\':,’
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& bunch of militart kids (Curtis pronounces "militant"
slowly and emphatically) went up there but I've got a list
of names and see 1f it isn't a mixed buﬁch of kids. They're
militant, passive, liberal, and comservative. Here's who
I put on my list. Since the time was so short,'I tried to
do the best I .could (Curtis reads list of names). Now (names
of last two pupile) kind of-got on the list by sccident. .

'They were in my office and overhearfi part of the plans and

ind of invited themselves. Bes}des, one of them offered
transfortatioh for some of the others which I couldn't turn
down. -

Let me also back up a bit and sy that.when I first found
out about this meeting I went and. talked to aboué ten people
on this faculty and invited them to participate. All of them
said they were busy or that it was too short‘of notice so
that they couldn't.meake ii... | '

Principalr Thank you, Mr. Curtis. Does aﬁ;one have any questions?

Vice principal: (Rising from'her seat) Yes, I do.' Mr. Curtis has given you

‘& beautiful explanation of something which I am sure is a-
very good thing but when he said that'he wanted to talk with
you about something of concern to many of us, he didn't -
address himself to.the important point. The point was that
the event wasﬂft scheduled on the school csalendar. .Many_qﬁ
the kids who attended the meeting in Lincoln had already

been scheduled toparticipate in aJtivites that had been i
already scheduled to participate in activities that'had been ’
planned ﬁreviously. If'we are going to avoid parentaf com-
plaints and these kinds of conflicts we have to all agree

to schedule activities on the school calendar. I think that

we can all agree that this g really a neceessity. That's

really the important’point and the one which I wanted to

address myself to.
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Vice principal (Cuftis): I want to add that I know that some 6f the kids
’ who went that night had other things scheduled
. but I'asked every kid about that before he went.
Tﬁis‘one'boy, Ellis Smith, was scheduled to give a
speech but he got é replacemeﬁt. Fvery kid who
went, went on iis ownaccord. He got to chbose

‘whether he wanted to go or not.
hY

Vice principal: I'm sure that the affair was very worthwhile. All I'm.
saying is that we need to schedule these acéivities and
as you can see by the date on the letter that you have
. : showed us, there were a few days‘befcre the meeting so that

the event could have at least been on the calendar.

Viceprincipal (Curtis): Yes, I can see that. I apologize for that.

/ \
\ ) N
¢

[ “ &
Given teacher concern ubhout the maintensnce of school role structure

.~ 3

these aprasiVe relationships bétween teachers and most Sunnydale administrators
. was not suéprising. Although teache;s typically resorted to letter writing,

gossiping, and other fofms of sanctioning, their effofts did not have much '

effect uponuthe.behaviors of the administrative staff. This situation ac-

counted for the conflict that persisted unabated throughout the school year

‘among . the certificated staff.
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Chapter 9
RESPONSES. TO INNOVATION

A series of events occurred in the: 1969 spring semester and posed
& gerious threat to the maintenance of exilting lchool atructurea.
In the spring of 1969, the ACSP-RP Senior Research Consultant met with
the asaistant superintendent of secondary inat;uction to ?xplore the
poaaipility'of introducing Patterns into the curriculum and selecting
~one or mor; high schools within the district as implementation aitel.
This proposed curriculum innovation, and the research activities to
be.carried out in condunction with the implementation of the course,
were eventually approved by the assistant luper%ntendent and he
subsequently arranged for ACSP-RP staff to meet with & group of
!ocigl studies deﬂartment members at the selected 1mplenent§tion
site to discuss the matter. In these preliminary discussions with
departmental members at the local achoél, tentative plans were
mapped”to introduce Patterns into the school in the & ring of 1970.

|
' Teacheru were 1nrormed at that time that aeveral admi iltrnfive and

-, reproduction problems had yet to be reaolved but thet the ACSP-RP

steff would keep the hchool abreast of events us they o curred and would

meet with them again in the fall to finalize implementation strategies.

173
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.- A few'weeksbfollowinglthis series of meetings, racial tensions at

the selected site surfaced and led to full-scale disorders that forced

the closing of the school for an entire week. 1In the days that followed
the initial disturbances, dissident students delineated their grievances!
and demanded that the school meake several alterations in the existing ‘
curriculum and role structures. In an attempt to resolve these conflicts,
representatives of the faculty and scnool administration met with the
leaders of the student revolt‘and eventually agreed to support severai of

" the proposed structural ehanges sought by disgruntled pupils. One of the
more important curriculum innovations to which the faculty gave its consent
pertained to the development of a comprehensive ethnic' ;
studies. program. According to the terms of the agreement finally reached,
Black and Brown ethnic studies courses were to be introduced in the fall
“of 1969. During the first semester of this new progranm,. ethnic studies
were to be offered at the tenth-grade level, but‘in subseouent semesters,
enrollment was to be open to both jJuniors and seniors. These tentative
agreements hetween members of the certificated staff and student leaders
vere promptly given administrative approval and steps were immediately taken
to schedule the new course and sign up all interested nintthrade pupiis.‘
After these and other critical issues had been resolved' the school‘ ' N

was re-opened, but until school closed fér the summer the atmospnere remgined
tense and volatile. The general conefnsus of opinion among teachers at. the

time was that, although many of the problems facing the school had been‘

openly discussed and partially resolved, the situation at theuschool in the

fall would continue to be as potentially explosive.
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The events of this spring, and the expectation(among school personnel
that pupiis would~press for additional alterations in the role and curric-
ulum stractures when school re-opened in the fall, had a direct bearing
upon the response of administrators and teachers to ACSP-RP. In the late -
summer, for example, the ACSP-ﬁP staff director arranéed for three
members of theACSP-RP staff to meet with the assistant superintendent of
secondary instruction to discuss matters of ‘mutual concern that related °
to. all aspects of the proposed implementation and ;esearch activities
\aithin the district. At this particular meeting, the assistant super-

~ intendent described the events of the previous spring and offered the
' opinion:that a very judisious and cautious approach would be required -
if ACSP-RP staff members were to work effectively at the school.

Early in the neeting it became apparent that the.assistant superin-
tendent perceived the ethnic studies program as one that would appease
diss1deht pupils, thereby assisting both the district and local school
administration in their efforts to restore structural stability to bunnydale.
In conjunction with his explanation of the ne; ethnic studies program, he

warned that we should not expect many pupils to enroli'in Patterns, and
furthermore, that the ACSP-RP staff wasgnot to sign‘up pnpils who had already_
opted for one ef the etnnic studies courses., As indicated-by thenfolloying
excerpt from a transcript of the proceedings, the assistant superintendent

candidly revealed his perceptions of the general situation at the schogl

and the probable consequences of the events described for the ACSP-RP,
, : , A

Research Associate: Is there-any way we could éetfa rough cstimate of the

number taking the course? The problem we're faced




which they felt they had little control and that they did not want to do
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with now is that we have to get 'all of the materials

printed for next ‘semester, The means of produc}ion

will be largely determified by the number of students

teking the course, . ; .

-
[

Assistent Superintendent: ~As I“have said, given the situation ét-Sunnxdale“_
High, I'd be surprised if you got 100. I think

you can understand the problems that we faced

but we just had no control over. the situation
there. We're really responding to a crisi&u

I would say though that you ought to be ‘able to

get at least 2 to 3 sections, At least we can

plan on it., After all if the qpurse works out,

. ) . OK. If it does, it doesj if it doesn't, it doesn't.

There's nothing you can do ebout it and there's

u

no need to get upset. {f’ ' .

v

Interviewer: Do you know how many students want' to take ethniclstudies?

Assistant Superintendent: We have a tentative list that's quite iEngthy.
.- ’ These kids will be assigned to ethnic studiés

) x in either the fall or spring., But be siure not

R to sign up any of those kids. We don't want to
' encourage them to change if they.have already

expressed a preference for ethnic studies.
‘The views expréssed by .the ngsistant superintendent indicate that the

d1strict administrative staff was responding to a delicate situation over

anything to jeopardize the relative state of stabllity in fﬁ@\tsacher-pdﬂ.l

‘ ' . o
role system achieved in .the final weeks of the previous schoal year! His
reference‘te the pupil sign-up for the Patterns course'is esneetally~inter-
esting in that he perceives that the implementation,aetivities of tpe ACSP-RP

staff might pose a threat to the tenuous stability of the System,iespecially ) o

A
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if pupils were to view the new innovation as em administrative_attempt

L)

to either sabotage or lure pupils away from the newwethnic studies program.
Despite his apprehensions esbout the probable nature of pupilﬁresponse

to ACSP-RP; the assistant superintendent was'fepy helpfzi'in arranging

for staff~members to enter the.troubled schoplv .Furthermore, he im-

mediately explored the possibility of ingioducing Patterns into a sub-

urban high school and eventually helped to meke it pogsible to offer

"

several sections of Patterns at this second school 81te.'
' The events that had transpired in the spring of 1969 had- an equally
profound effect upon the reéeption accorded ACSP-RP by many local school
personnel. This WaS especial ly true of the local administrative staff,
all of whom were primarily concerned with'the maintenance and stability of
the local schocl role structure. The first time the investigator met with
the school principal, for example, he too gave the impression that he was
responding to events that had effectively‘:diminished his ewn authority and
that he wanted to ensure that all ACSP-RP activities in the school would do
nothing to antagonize an already difficulg situation. Aside from revealing
how little he knew ahout.the proposed innovation, the following‘exchange
that occurred during this initial meeting with the principal is,instfuctive
becanse it reveals how closely his perceptions of both the general situation |
i\the school and the possible structural implications of ACSP-RP activities
parallelhd those of the as sistant superintendent
Princip;l: Now I have to tell you right now that I_realiy don't knhﬁ much

about the course. We were told that the course was going to be
offered to the tenth grade and that it had something to do with
0

8 - ’
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ahthropology. Other than that I'm ﬁretty much in the dark. -

'
AN . " ©

Intervieker: "Havh you gotten any other informatioh-hbout the course?

: RN
, Principal: No, nothing other than a note from the Assistant Superintendent.,
9 He did tell me though that you're going to be working with the
. L '\S _ teachers and assisting with some kind of research. Is that right?

Interviewer: That's'correct. My principal duties“are to give teachers
. _J who teach the 2ourse assigtance wvhen they want it and to give
some researchuassistapqe. The ACSP-RP wants to evaluate .both
I f'j'f“ . the effectiveness of tHe course &nd learn something about the
. .~ ~ problems involved in'Fetting & new course, into the schools.uﬁ> 
- Dr. Tenenberg, vhom I believe you have met, is principally
" concerned with evaluatiné the course. ‘

L.

Principal: Yes, I understand thet. Well, let me say that we'll consider

v ‘ 3 you a regular member of the staff. I suppose I should tell you
though that we have jJust started uwo different ethnic séudies
‘courses. I don't know how many pupils you-will~bé‘able to get
for your course., We're starting to offer éthnip studies because
of the problems we had here last year and a 16t of the tenth-
grade kids have already signed up for them. When,yoﬁ meet

Mr. Rile (VP-Guidance), he'll tell you more 'about it. You'll
have to be careful tﬂﬁt you don't take any kids from these
classés.q I'm sure ydu cﬁn understand why I tell you this and '
N . generally you know, I think, what we are up against. This is Y
’ Just s?mething that we h37 no control over.

Throughout thé meeting with the school principal he gave the investi~
gator the impressich that he was generally indlfferent to the ACSP RP Subke-
quent observations of his behavior and interview data obtained from other

)
members of the professional staff confirmed these inferences and provided ‘ K

some additional explanations for his app&rent lack of interest not only in ACSP-

. RP, but in most other aspects of the school curriculum as well During

¢ - ) \
o . .
) B j
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the disturbances of the previous spring, the authority of the principal
had diminished as a r&sult of the retransaction of*hio own'‘role and conse-
quently, the princip:i rtquested that the school boerd accede to student
demands and that he be‘reasaigneu to another schoo;\in the uistrict. The
school/board responded by reaffirming tho position and authority of both
the school board and administretion in the school structure., They then
turned downlhis appeal, asserting that such a move'voulh be tantamount

to a complete c;pitulation to dissident pupils. This decision prompted
the principal to let it be known that he wgs actiyely seeking employment

elsewhere. Even though the prineipal's lackadalsical posture was not unique

.

to ACSP-RP alone, his failure to live up to the expectations of others .

L 4

”}that-the principal provide aggressive (educational) leagprship had a

debilitating effect upon the 9nthusiasm of other faculty members for all

/ /

innovative programs in the §chool o

The second week aftegfochool had opened, tue vice principal responsible
fé} the guidance office askéd the ihyestigator if someone on the ACSP-RP staff
could get a 1list of people who would like to enroll in the Patterns course.
He mentioned that the Assistaut Superintendent had asked foe & 1list of names
and that the informatiou was needed as soon as possible, preferably by the
end of the week. The vice principal suggested that the ACSP-RP staff talk to
students currently enrolled in the driver'education course about Patterns
but tSpt the staff must meticulously avoid signing up pupils who had already
opted for the ethnic studies program. The investigator informed the vice

principal that he would contact someone in the ACSP-RP office about the matder

and that the needed information would be passed on to him as soon as possible.
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Two daeys later the ACSP-RP research associate arrived at the school and

he, along with the invcstigator, visited all driver education classes for

the purpose of providing students with an overview of the course. After
. ~ . . . ‘

each presentation,.pupila who were interested in taking the course were - el
- ‘ o

agked.to-sign their names to a list. This list, which eventually contained
the names of ‘more than 125 pupils, was later given to the vice principal

and he, in turn, transmitted it to the Assistant Superintendent in the .central
. . " . . . \\ ’ -
offices. . ' R SR ' s
l) ’ . b
fow dayaalater the vice principal approached the investigator to’
] "
K inquire about the possibilities of obtaining some additional descriptive °

information about the course itself. In the conversation tﬁat'ensued,

the vice prineipal yielded deta that were particularly instructive in that

.they reveal the highly patterned administrative perceptions about transacted ,

\

pupil beliefs 'as they relate to a need for an ethnic studies program, and

the implications of these beliefs for ,pupil response to ACSP-RP.  The rele-

& [RElY \ *
vant excerpts from this transcript\are presented below,

& \ ) ¢ 3

Vice principal: Do you have any information I could pass on to others? The

counselors have beeh asking me sbout the course and all they
‘know is that they have a8 list of names in front of them.

Interview°r' Well, I could get you some outlines and some sample lesson

plans. _That woéuld give them some idé&\es to what the course
is all about.

Vice principal: 'That would be a great help to me. Then I would know what

to say when people ask me about the course,

Interviewer: Since we've had about 120-150 kids sign up, how many sections

) will there be, or can you say at this time?

L]

Iow




Vice prinéiﬁal: I talked to Mr. Cook (principel) and he séid that we'll
probably hevé about two sections or maybe-half thut *number.
You see, what ydu did is make a survey but when xids come
to register there'll be some who change theip'mindsy There

will be some rate of attrition.

Interviewer: But there is a possibility that all 120 and meybe more who may

" actually decide tak it, 1sn't that so? _
Vice principal Well thﬁt' 8 po le but we'll Jhst have to wait and see.
-~

Interviewer: I take it then that this sign-up list is not considered to be
. e student's final selection for the spring quarter.

Vice principal: When we actuate the program the kids may change their minds.
But, like I say, we Just don't know yet.

Interviewer: I have heerd that you will probably offer four.sections of
ethnic studies in the spring. 'lq it possible that you will

]
offer more?

N \ N " .
Vice principal: Yes, there is. It'q\qoing to depend upon how many sign up.

Interviewer: Do you think that many kids who aren't already sighed up for
' ethnic studied will do so? A

2
[

Vice prinéipal:~ I'm sure there will be some more. I imagine that more than
half of the kids will want to take it.

. .

Interviewer: I see. Then the more kids that sign up for the ethnic gtudies

program, the fewer there will be in other courses.

Vice principal: .Basically. You have to remember that we put this course in
' Just a few months ago. That was what the kids said they
wanted last spring. But you can't tell what the kids areé
going to do. We'll all Just have to wait and see.

-

In view of the fact that normal class size in the soéial studies depart-

ment fof—tbat year was approximately 26 pupils, enough students‘had expressed

‘an interest in Patterns o that five and possibly even six sections would be

#

Ins
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. during which time other departments were introducing their own new curriculum

_ l‘e) . ' 182

‘ - e |
necded to accommodate all those whp sald they wanted to enroll. ‘Thin . ¢ -

.

4interview revealed, howerer, that both the principsl“and vice principal
felt that many more midbrity pupils would gpt for ethnic studies and

congequently, there would bé a need for only two or&%hree sections of
'S L N 1
. ’ . ’ . /

}
Aside, frunhis apprehensions about the nature of pupil responsgs to

4

also by his conv1ctions that the course hsd been implemented in e manner

-

that created additional problems for the guidance offite stsff Despite’

the “fact that .the ACSP-RP proposal ‘'was submitted' in the spring, A

.

requests, the vice principal, on a few occasions, complsined‘%o other teachers
°8

\‘-

.in the social studies depsrtmqnt about the procedures employed to introduce

*

4

Patterns into ‘the school. To learn more about the nature of his grievsnces
+

P

-and to discuss the potential implications’ for ACSP-RP, the'investigator H

A ~

‘re-directed the following conversation with the vice pr1ncipa1,§o as to

.elicit his feelings abqut the entire matter. The relevant excerpts from

”

the transcript of tkis interview are’ reported below.

r

'Vice principal: T think I've told you,.,.we also mey have more -ethnic

studies cougyggs. Right at the moment we just can't say.
All T know is that the second quarter is goiné to be about '
like last summer. You see, I had to work an exira week
Just to get-kids programmed into ethnic studies because all |
of this had.to be done after schoql was out. Now that we've
got the othef course (Patterns), - you can see that this has
been & pretty hectic year for me.

Interviewer: I can'see that it has been. Do you'always have a hectic.year

.

when you offet new courses?

1Y.;

»4

o

-Patterns,:'%e attitudes of the vice principsl towards the ACSP-RP were affected

‘,
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Vice principal: Well, not necessarily. ~ You see, if wé know\what~we are

© going to offer in‘adyance, we can plan for the entire year.

N What we try to do in a case 1ike this is to get courses
. paired or put back to baci So, in other words, the kids
in ohe class take one course the first semester and then
“the whole class switches to the other course the second
" semester.’ But since we decided to put in ethnic studies
o in the spring, I had to work extra to get the ciqsees set
up. Now I'll have to do the ssme thing with this Patterns
) course. What we are going to have now is a lot of kids
switching from one class to another in. the middle of the

year. _ g ' -

AN

Intervdewer: 'At what time'duringkthe Year do you try to work. these problems

out.? :

Vice prlnclpai\\ We like to try and start early. But when peoplé want to
‘ stert making. changes in April and May, that 8 getting pretty

.

. . late. .

‘

» . . .
Interviewer: _It is my understanding that plans vere ‘made to introduce tife .

1 A

Patterns course sometimes last spring.

Vice p{incipslz Oh, yeah., There was some talk about it then but nothing
- was very definite..

LAY
‘

\

. Vice principsl-‘ I guess you could s&y that, Actually, we needed to know

“

oo " ’ which klds were going "to {ake the course before school '

opened Then we could havé grouped them together so we |,

~

wouldn t have to do a'lot of changlng around in the spring.

T see that this year is reallly going to be a mess now..
* (;;‘ .

Although some ¥aculty members believe .that it takes an inordinate .
- ) .
amount of time for the guidance ofyice to implenent nev programs and cite

the time factor as evidence that the vice principal actively resists most '

;o

‘* \ :
) RS ' “

Interviewer: Are you saying that yot'didn'’t have enough tine? ,\' : v

(X
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curriculum innovations, these data indicate that the vice principal per-
( te v
ceives his role as one which entails meticulous planning for new course

offerings well in advance of the semester in which the innovation is to be -

+ 1

introduced. Although the amount of time allotled ‘gnd the-procedures,employed
by ACSP-RP fto introduce fatterns conformed to establisﬁed practices, the |
vice principal'clearly expressed his conviction that he had been given in-.
sufficient time to prepare for the introduction'of the course.

In suming up the nature of the responses to ACSP-RP by members of ‘
the, local administrative stafi‘, includin& the deans, it is apparent that
all members of the administrative staff vere principally concerned gbout
pupil pressures to change school role and curriculum structures, And that
they percelved that a viable ethnlc studies progr :iould mitigate pupil
challenges to existing structures. Consequently, the local administrative
staff neither'fncouraged pupils to enroll in Patterns nor did they permit
ACSP-RP staff to invite puplls to opt for Patterns rather than ethnic studies.
'Although'it cannot be sa1d that any e memher‘of the. administrative staff
openly or covertly attempted to negateé the implementation efforts of the ACSP-

RP  staff, it is fair to say that all\provided an absolute inimum of‘

. support-and--assistance. e L U o

‘1\.

The pivotal role duties of counselors at Sunnydale include consulting
with pupils about their school careers and programming students f%&o
scheduled courses. With;respect to the implementation of Patté*ns; however,
counselors assumed practi%ally.none of these responsibilities principally
because pupils were afforded an opportunity to sign up for the course in.
their driver education classes. ® Although there were two counselors who
occasionally inquired about the progress being made by ACSP-RP teachers,

o o - ,
\ S RYIT - | .
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most remained ignorant of many aspects of the ACSP implementation and

D ;
.i structional activities. This fact became readily apparent towards the

end of the school year when the researcnq; interviewed each member of the

~

“» $ J

counseling staff for the express purpose of learning from them more about (/
the nature of pupil responses to ACSP-RP. The following interviev tran-

© seript contains several data which amply reveal the marginal impact of the

counseling -staff upon ACSP-RP and the limited role which they performed

in terms of the course implementation. : ///{'

Interviewer: I have been asked by the ACSP-RP staff director-to talk to each of
T the counselors to find out what, if anything, thLy have ‘heard
from pupils dbout the Patterns course. I wonder if you would
mind telling me anything you ve heard.

Counselor: You'know, I haven't heard one kid say a thing. Some of us were
Just‘talking about this the other day. Most of us haven't
heard anything about ethnic studies either.

Interviewer: Have you talked with any kids who wanted in or out of the
course, and, if so, what did they say?

. L)

Counselor: §g;e, we.aiways have some of thet., At the beginning of the
sémester several kids from Mr. Gibb's class came in and said

~ the course\(as going to be hard so Eﬁey wanted to change.  But,
- AN

-~ ===~ -other than-that--nothing. - =

\ .
Interviewer: Do you remember anything that the kids said when they enrolled

- last f.'a,ll9 . '

Counselor: No, you remember how we did it, don't you? The kids signed up
Eor the courses in their driver education’ classes. All we did

.'was‘Just ask them if they wanted to stay in when we programmed
them“for the spring. I really don't think any of us counseled
M th the kids' about these courses. . '

1y
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Interviewer: Do you ®rdinarily do moré counseling with pupiis?

Counselor: Usually, but in this case the kids just told us what they

wanted. Several of the kids wanted to know if they would get
full credif towards college for the course but that's about it.

Therinteresting reference in the preceding interview to those pupils -
vhq had asked to be re-assigned to another course warrants someﬂ;dditional .
comment. As it turned out, nearly all students who originally signed up
fo; Patterns aqtually did enroll in the course and ?onsequently,leach of

the four sections offered in the spring was initially overcrowded. ‘In an

s -

effort to cut down on his class size, one of ‘the project teachers deliberately

' 1
.

employed the common teachef tactic of overqmphasizing the amount of work

L)

which pupils were to do in the course with the expectation that-pupils who

* were disinclined to exert much éffort in class would opt for one of the

other socisl studies coursgs a.vbila.ble. This tactic accomplished its purpose

A3

~and accounts for the reason why some counselors received reports of the type

‘mentioned in the‘interview.

1

+ As with any departmental curriculum innovation, the suécess or failure
off & new course depends upon how well teachers receive it. For this ﬂfason,
closest attention was’ given to the responses by members of the social studies
department to ACSP-RP. ﬂAs not;d earlier, the preliminary groundwgrk for
the implementation of Patterns at the local school had been laid thevprevious
spring, at_which time .the ACSP-EP staff director outlined the details
of the course and issued an invitation-to several department memberé‘to ’

participate in the pfepafations to introduce it into the currizulum. Although

the disruptive events that occﬁr;ed‘shortly thereafter in the school precluded

any further preparations before the end of the, school year, members of the i

////1

e
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ACSPJPBVﬁTscheguled a meeting early in the fall term to spe;k to the'entire
social studies department dbout the Patﬁerns coursg and the proposed imple-
mentation proqedures. The teaéhers present asked several questions sbout
the hiétory of the projec’, the nature of the coursé, and the.difficulty of
the assigned readiﬁgs. Most appeared to be interested in learning more
- _ about Patterns and the questions posed were fairly evenly 'distributed among
: members of the aep;rtment. Toward the‘end of the meeting,.however, one v
teacher raised a series of qugstionslthat alluded to a matfer of obvious
éoncern to many teachers preéent, the specific natufe of which was not
aiscerned by the resea;chér until several days iater. The gerggne portions

of the events tnat transpired at this initial'meeting are reported Lelow.
Teacher: You know, I'm not.at all clear as to what we have goi?g at the

sophomore level. Frank, how many choices do these kids have now?

Department chairman: We've got the regular world history, the two ethnic
studies courses, Black-and Brown studies, and now, the
/

anthropology’ course.
Teacher: Well, what's happening with the ethnic studies program?

— . Department chairman: Nobody really seems to know. Originally, it was set
. ) y q ~
up so thatthe first semester would be for sophomores
but that in the second semester seniors would have an

opportunity to enroll. . I don't really think anybody

knows . i

Teacher: For this anthropology course, do we know hoﬁfmany sections we are
- going to have? Has anyboﬁy talked to the kids? ,
[
Research associate: About two weeks-ago we talked to all of thekifs in the
driver education classes who are scheduled to take
world history next semester. I think about 150 indicated

that they wouldslike to teke the course.

¢

L
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Teacher: Frank, who is going to ﬁeachlthe éourse? K ' /S

-

Department chairman: Gibbs will teach two sections. If there/ﬁefinitely
‘ are others, Joe has said he would like to teach it.

. ] : T | o )
Teacher 1: Incidentally, who made the decislion to offer thi

Sunnydale, anywa;?’ ‘

-

course at « .

.Teééhe‘}zz I guess Mr.~Pryor (Assistant Superintendent)
Teééher 1l: Wh%n was this done? During the - summer?

Teacher 2: It must have been.

3

Research associate: I don't really know. I didn{% ave thé respoﬁsibility;
, . of making tﬁe’arrangements aif unnydalé. <(Long’pause)
K /) - If there aren'i any moré/que ﬁioqs, I would iike to '
| oy distribute an outline of thé course to you. Should sny
ﬁ} - ~ other questions arise, I'

be around on occasion to try .
G/N\\ and answer them if I cany ' ’

7 ‘,
v
S y

- The attentiveness of all members in thé department during this exchange

and the silence that ensued led the invesfigator to ipfer at the time thaxil

1 4

many teachers in the department were perturbed Ly the manner in which Patterns

had been introduged into the school. Two days later one of the teachers

who had already established an amiable relationshib with the members of the ACSP--

RP  staff commented that a few of the teachers were "poor-mouthing" the ACSP-
. ,

RP and that they were disturbed because they felt that they had not been

" consulted or actively involved in bringing the course into the scnool.' In

subsequent interviews with teachers in the department designéd to elicit o

their perceptions of the role of teacher in curriﬁulum adogtion and imple-

mentétion, four teachers said that they felt that the extent of teacher in-

volvement in the whole matter had been too limited. An interview one week

later with the same teacher who had posed most of the questions at the '

r)




department meeting yielded considerable data, the relevant portions of

. which appear below, tnat typifies the views expressed by this group of ¢
. teachers within the department.

\ )

. | t . ’
Interviewer: . I was especially interested in your comments awout what you

. * went through to get the ethnic studies program into Sunnydale
High. What role do members of the departnfent play 1‘1 getting -

new courses into Sunnydale? ' ©

Teacher: We've always been involved here. We have been very willing to
experiment and try new things Some of the things we;have done
have proven very successful but some .things were miserable failures.
For example, we had homogeneqns g%puping a few yeafh ago and the
kids in the/iowest groups figured that they veren't expected to do
much so th d1dn't So now we have gone béck to the no-trackirg
system. W often get together and talk about the changes that
we think we\ought to.make and evaluate what we are currently offering.

Interviewer:? How do/ycu.go about making the changes that you vant in the
department?ﬂ

Teacher: A lot of things we can do ourselves. If we want to adopt nevﬁ
“ : ' scheduling procedures or start a new course, we can do that without
too much trouble. .Arother thing -you probably already know is that
several of us have woryed on curriculum Like I tolﬂ you at lurich -
today, I've been working on a course proddced by VITA Corporation '
‘or comparative économics and Joe spent part of last year writing

an outline for Mexican-American studies.
. " ¢

-

o

; Interviewer: It sounds as if members in the epartment are very active in
all aspects of’ currlculum work. ¢ X ,

»

"

Teacher: That's right. I think that most of us try to keep up with what's

o going on. That's why some of us were a little concerned about

the anthropology course. We didn't know much about it.
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Interviéyer. That's interesting. I hadiunderstood that the groundﬁork

' had been 1aid in tbe spring and that at least someone had

- spoken to members of the department about introducing Patterns
A into the curriculum,

-
-
»

. . : : ’ L '
Teacher: Oh, no;. Now, I had heard, about the plan to oE:fn_the course, but
N R . a8 fars as I know, nobody was involved. I thinR\that was Dr. Pryor's

(Assjstant Superintendent) baby.

L
In addition to underscoring the emphas*s which members of the sociel -

studies department place upon what they believe to be their proper role -
in the adoption and implementation of new curricula, these data are particularly
K ... instructive in view of the invitation extended by the AﬁSP-RP staff
director.the previous.spring to members of the department to become,invoived
. - with the ACSPQKl‘wun.these'data‘suggest.is that the perceptions of several
department-members of their role in curriculum innovation were incongruent
 wita Lheir'perceptions of the role they had been invited to perform and that:
. o |
the dissonance inducéd bp this initial contact with a reprrsentetive of the ACSP-

» )

RP . led these teachers to simply screer out the event and subsequently assert

L
.

,that(they had been asked to assume & very marginal role in the entire affair.
9 ,Another plaus1b1e explanation is that members of -the department who attended
the eariier-meeting either misunderstood what had been communicated to them
and/or tgey misinformed others who had not been present.
R Even though all teachers agree that they should have & p1votal role in
currlculum adoptlon and developmeut activities, the event described above
- had @ very 11m1ted impact upon a few members of the department. This was

'especlally true of two teachers in. the department, both of whom perceive

the curriculum structure of the school, including those courses offered
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view is that most all met%;?als available are uninterestin%?to puﬂils and

that to rectify the proble

new educational experiences that heavily dmphaéiie pupil invérvément in -

LI 1) R

o,

¥
‘1within the{f own department as in need of a comprehen51ve overhaul Their

.

~ &

:they muat offer students an array of entlre;y

theilearning experience. The following interview yielded date that is f~~')-

slndlcative of the feelings expressed b}jthese teachers within the depa:tment

and makes expllcit a}’ least oﬁEbof‘the more important reasons why vhe imple-

mentation of Patterus received considerdﬁle support from them. o !

Interviewer: How did-that activity work out thet we were talkiﬁgiebout .

Teacher:

"t
" last week? , :
4 - ‘ ' ¢ 4

It was all right but just a little too tough f~r tﬁ; klds, .
decided that I'm going to give it up. Lo "

\

Interviewer: What are you gowng to-start aow? oL

Tesacher:

For the last couple of days we've beén talking about the split
in Black leadership, ydu know, the conflict between the.Panthers
and the NAACP and organizations like that.' The.ﬁids really turn’

on to that. It's something they can relate to.
#
S

Interviewer: This is fn your U.S. history class, isn't 4t? g ¥

Teacher:

Yes, but we haven't spent much time desaling %ith.history The kids
are interested in what's happening now in their own’ community/so '
we talk sbout that. Sometimes, though, we tie togeﬁher what's
occurring now to what's happeﬂ%d in the past. The other day, for
example we were talking ‘about some of the changes that have taken
place in the community and which accoun’ for the fact that South
Sunnydale's populated largely by poor people and minorities. And
the kids really wanted to‘iursue it. It's the same way with t@e.

'kids in the course that you're involved with. If you give the kids

something interesting to work with and get'them involved in finding -
things out for themselwes without the teacher telling them everything

~ , 203
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to do, they'li do a good Job. ﬁut,you can't get the kids to

reed those history texts we've gqt around here.

A ]

I
7

This theme of pupil involvement in learning activities was repeatedly

'stressed by membera of ACSP-RP staff vhen they talked dbout the Patterns

N

course to members .of: the social studies department. Although there were
very few teachers both in and outside of thesocial studies department who
complained about the treditional, passive pupil learning role, those who
did verbally express the view that teachers neeqcto retranﬁact,the teacher-

\ ¢
pupil role relationship within the classroom gave considerable support to”

the implementetion of Patterns. A ' o ' e
There are some other factors that had a d:rect bearing upon the recep-'.
tion accorded ACSP- RP and which may or may not have a profound impact upon .

future implementation at other sites. Some of these factorg were alluded

v v
N

. to in Chapter T but they warrant reiteration.in thgt they significantly

affected the attitudes of a few social studies department members towards

s

' Patterns.” As- pointed oyt earlier, most teachers in academic departments'

conceive of self as a representative of a specific acedemic discipline.

The nature .of ithese transacted conceptidns of self are largely dependent

"upon the structural configuration of the colleglate sub-culture and of the

3

departments with which each individual teacher was principally affiliated
while in pursuit or his degree. Because the cnllege and unlversltj curri-
culum structure has reflected, until quite recently, a strong bias in favor
of history and political science, most social studies teachers have ma jored
in one of these two fields. As a cohsequence of these structured realities

few teachers 1n the social studies department have been exposed to either




of t ese‘beliefs and the’ extreme ‘reluctance on the part of sone to become,

inﬁolved with the course, o - .
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- the disciplines of anthropclogy or sociology and this is especially true of
. ¢ %

older faculty members. -Kl@hougk a few of the teachers at”Sunnydale High
expressed an interest in and appeared to be intrigued by the content end

approach of the Patterns course, their previously transacted conceptions

of seif~as teachers of history and/or government impeded their motivation

to volunteer to teach t.ie course or actively support its impiementation.//
The following interview with one of the social studies department members

two weeks” after the beginning of the spring semester typifies the strengths

/I

“Teacher' How are the anthropology courses coming along?

Interviewer' Quite well, but both Charlie and Joe have encountered all f
of the normal problems in starting a new semester.

‘Teacher: I heard Joe say this morning that his kids were really interested

in gtudying those Afrdcan tribes. That's probably something that '
most of our kids haven- t learned anything gbout. From what he
said, it sounds like it would be an-interesting course to teach.

IntervieWer: Do you think you would like to teach a section or two next year?
Teacher: I couldn't do it. I'm really not qualified. I know that Joe said
" something about the course actually being ‘4 history course, but ;
studied using anﬁhropoiogy~methods.' I Just haven't had that kind i

of training though
Interviewer: Do many othe# teachers feel the same way you do?

Teacher: Oh, I haven't talked to very many ‘people about it although Howard
' said that_ he dldn't know beans from barley when it came to anthropology.

" Interviewer: Have you heard anybody else say whether they would like to teach

the course?
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+ leacher: No,'but l suppose Joe would like to teach it again. I Just know
I couldn't do it. Besides, I got enough problems teaching some-"
1 _ thing that I know‘about.. You'd be surprised how little these
' kids know sbout the history of their own country. I don't know L
what these kids. have been doing for the last eleven years in !

o school but they sure can't tell you much about their own heritage.

.Aside from this teacher's admisgion that he knows little about énthropol-
. a . .
ogy, it is clear that he conceives of himsélf as a history teacherr--and a
distraught one at that--whose principal duty is to do as best he’ can ‘o
-'}"”‘f”‘} 7 compeneate- for- the.little.knowledge which.his pupils have &cquiied ‘gbout
| ¢ American history. Although this particular teaeher, as weil as others in : -
, the social studies department expressed 4 wlllingness to learn more about

'Patterns, there is sufficient data to.suggest that teachers uho conceive
© of self‘similarly will hesitete to make commitments to teach the course
- coa 'runless they can see some parallels between both the method end content of - -~ . i
- o - Qhat they are'currently teaching and-thet which is prescribed by the Patterns} ' |
, course material. |

Although the attitudes of teachers in other departments usually have a

minimum of impact in terms of the‘ ecision reached by members of one depart-
'ment to 1mplement new curricula, their dominant position in the teacher-
pupil role system is a favorable one from which to influence pupil attitudes
towards an innovationa Although the extent to which teechers attempt )
and succeed in their efforts to influence pupil opinions'ebout cértain aspects
of thecurriculum structure is an empirical question. Some of.the misconcep-

tions about anthropology expressed by several Sunnydale teechers warrant

comment because of their potential effects upon future implementation effort.
“

. | ‘ ' AT
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Two datum, the first of which is admittedly rather extreme, illustrate the

point..JDuringnthe second week of the school year, the investigatér entered

the teachers' cafeteria and entered into a conversation with one of the /j

teachers seated at a 1unch table. After we had introduced ourselves, the’

teacher inquired about the investigator's role in the school and then pro-

(T4

ceeded to demonstrate both her igng;(hpe and hostility towardsnanthropology.

L3

\ ) te \ 5'\ ' s
Teacher: I haven't seen you at %unnydale before. You must be new here. K X/.
Interviewer: Yes, this is my first week at Sunnydale. | o . .

14N

- Teacher: What are you teaching?v

orking for ACSP-RP and .

Interviewer: Actually, I'm not teaching. Is
" will be an aide to teachers ‘who{"teach the course developed
by the project and yill also assist in the research related

to the implementation of the course.

Teacher: You said anthropology. Is that rignt? ﬁ

.Interviewerg. Yes, it's a-course in human history studied fromthe perspective o

and using the methods of anthropologists.

' Teaéher: o1 suppose 'you're going to solve.the race problem. Is that it?

Interviewer: What do you mean by that? (Pause)

\ - . ' ~
. * " .

Teacher: I was re#ing sorcthing by a woman anthropologist ; while ago .«

.

Mead's her name. All she talked about was why we shouldn't be.
80 harsh on marijuana and the race problem. It's no wonder every- 2/

: I _ .
body's down on professors. f -

interviewer; Is that what most anthropologistshseem to/talk about? i#

Teacher: I suppose not but then_she's,the one that yoqfalways'hear about,
I know that she's lived with a lot of really!primitive people and L'“
_stuff like that. . / - —
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In one other instlmnce, a teacher openly queried as to whether the
Patterns course ¢ 1ld generate much interest among many pupils, regardless
f their racial, ethnic, or socio-economic background. The initial response

~this teacher was "Do you think kids will realiy-want to study about old

4

bones?" When thavcontents of the four parts of“the course had been des-

4

cribed, and it was further explained that the Patterns course was designed
to be a study of human history approached from the perspective of anthro-
pologists, the teacher refocused her attention upon that section of the
course that dealt principally with the physical evidence for human evolution

and replied "I'm still not sure that kids will see that studying old bones

will get‘them-anywhere.~ s o »

.

L3

As instructors in a‘school withla laage7numbEr of binority pupils yho‘

openly challenge existing social structural arrangements 'Sunnydale teachers'

-

are as deeply concerned about the maintenance of the school role structure
as are administrators. Although most teachers are skeptical about”the

adequacy-ofthe conceptual underpinnings of ethnic studies programs most

'

perceive these courses as being ones which will sufficiently placate pupils .
'so thatthe certificated staff can maintain adequate control over the more
critical aspects of the school structure. Consequentlj, a maJority of

teachers gave nominal support to the implementation of the ethnic ‘studies

- 3

program. In other urban schools in which similar conditions exist, those

' ;

who wish to introduce Patterns may expect a somewhat less than desirable

¥

degreé‘of support from c¢ther faculty members in their 5nplementation efforts.
Observational data obtained the day on which members of ACSP-RP staff

spoke to pupils about enrolling in Patterns gave the first concrete indications
. . ‘ .
/ . A

¢
'

an
€
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> ]?uzh,‘gx 88 to how Sunnydale pupils would respond to ACSP-RP.- = During~the discu;bion
period that followed the formal presentation of Patterns to the!first class,
pupils asked a number of questions about the course, severai of ihich denoted

' . Y
an already favorable or indifferent disposition towards Patterns. The tone

and content of the_questions posed by pupils .during this first meeting

o prompted the researcher to note“;ll questions raised in each of the six sub--.
sequent presentations that he attended. These questions, grouped intoh’u_?\
mv . \\ ‘ categories and then tallied in order to determine the frequency with wﬁich
- Aeach type of question was asked, are depibted in Table 9.1. | | .
\\ " Although the entire presentation about the course and most of the dis-
N . . P

3\ . cussion which ensued pertainéd to the content of, and pupiJ activities
, E }}‘"offered by, Patterns, 1t is intereg%ing to note the rather large number of
. 'questions ralsed about the credit awarded fcrtaking the course and the possi~
bility of suhstituting gatterns for other required curriculum. In every
»single class'visited except;thosefiargely.comprised of,pupils who had
already opted for ethnic*studies, several questions were raised about the
credits that pupilsvwere to receive. It is especially interesting to note
the;rather larée number of inquiries ‘mbout the possibility of substitutfnq
Patterns for the regular world history course“and receiviné the same high
school“graduation'credit: of the seven questions that pertained to‘supple-
; menting Pgtterns for worlgd history, the'tone of each indicated a strong
pupil preference for Patterns. As one girl put it, "Then, if we take this
(Patterns), we can get out of'vorld history?" This patZern of response,s

/,\
incidentally, tends to confirm the assertions of most counselors and many

L1

teachers that the traditional'tenth-grade world Listory course is perhaps

14
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) | PUPTL: QUESTIONS msou'r PATI‘ERNS

, Number cf gpestions

A. Credit received for taking Patterns

1.
2.
3.

b

.

1.

2.

C 11ege credit ”
Gr uation/high school credit

P

Take in place of world history/etpnic studies

and receive credit
Other - '

Nature. end/or value of anthropology , . '
Activities of enthropologists, whet they do, - A . Lo

£
L)

6
6

+
.

e-\

howthey™ study‘histary—,“etc“.* R
Dirference/similerities betveen anthtopolo

© and history

.'3.

L.

1,

Relation between Patterns ahd sociology
Value of course "in. preparing for college

C. The Patterns course
I #

Course content T

| (a)/Groups studied -

“*(b) Archae' bgicz@

. {b) Observations, héw much
"(¢) Movies; other audio-vi

D. Other .

] African, oth€r tribal groups.

v groups in America

eous - .
data

ence for evolution

-

evi
(a) . Miscellakeous’
Pupil activities S

(a) Use of artifactélfy, VL
of whdm, ete.
ual materials
(d) Amount of work reguired\ '

(e) Types of skills learned

(f) Homework

(g) Readings, nature of, degree of difficulty
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the one disliked by the greatest number of pupils in the school. Undoubtedly,

a large, yet undetermined number of pupils who enrolled in Patterns did so

_as,a means of avoiding this particular course.

e As Qne might expect in the two classes visited in vnich a maJOrity of

pupils had already been assigned to ethnic studies, there was little interest
\\
expressed by pupils in learning more about Patterns. The fact that not one

5 Black student h;either of the!é<z;o classes so much as inquired about the

v - i

course further documents the prgvalence of the belief among minority pupils

that ethnic studies vas -a more relevant curriculum: It is equally important

to[ reiterate _the ‘point made- earlier ‘triat*all—three Mexican giris, the only——
non-Black, pupils in either class, opted Tor the fattgrns course; This also

tends to confhrm an earlier conclusion that considerable peer group pressure

§
.

¢ was operating'to encourage non-Black pupils to remove themselves from Black X ~

R -
7

’

' zStuﬂies classes. - . t | W :;‘ o : ‘ .

*Observational data on the behavior'of pupils who actually enrolled in"'

f s

Patterns indicates that in general, pupil responses to the prescribed

V22N

. learning activities were very favorable. Those lessons which afforded students

\)

‘an opportunity to utilize .the concepts and skills which they had learned to*

analyze primary data, such a8 the artifacts and the site map, were widely

“ 3

{
acclaimed by a large maJority of pupils. As the semester progressed, pupils
) continually expressed the view that Patterns was one of the few social. studies

courses, if,not the only one, that they had ever taken that permitted them

| , § L ¢ ,
to analyze data, construct and ‘test hypotheses, and reéach independent con-

I

clusions without considerable teacher intervention.
\.

Throughout the semester it appeared that the only problem that caused .

a ‘majority of Sunnydale pupils considerable consternation was the difficulty

LY
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and, on occasion, the length of the reading assignments. This problem had

been snticipated by both project teachers due to the retarded reading and

\ 200

academic skills of most’ pupils in the school and despite efforts to mitigate e

this problemﬁby having pupils resd.themsterials to describe ‘the contents to

others, the difficulty persisted unabated throughout the entire semester,

Although both teachers, as well as the researcher, concluded esrly in the

‘

: semester that this was the maJor drawback of the course as perceived by

pupils, these inferences vere confirmed on. the 1 dey of tne 8chool year

during which tims the pupils in all fovr clasaes were interviewed for the.

) express purpose of learning ‘more about their response to Patterns In each

-

e s

°

' class nesrly ‘all of the negative comments about the course pertained to . ‘ s

- either the difficultyand/or the length or the assigned readings.

In summarizing the nature of pupil responses to the‘ACSP it is impera-

tive that those pupils who were exposed to Patterns be dif’erentiated from ‘

s

those students who opted for othersocial studies courses.  As revealed by

the datay a growing number of minority students, particularly Negroes and .

-

Mexicans believe that an ‘ethnic studies program is more relevant to their

_own needs and interests than other courses offered by the department In

view, of the increasing pervasiveness of these transacted beliefs and their

{
general lack of knowledge about Patterns, there is no data.to suggest that

their original indifference towards the course was in any significant way

+ affected by the implementation of the ACSP oonrse. ’

' Pupils who did tskc the course, regardless of their predispositions '

towards Patterns when they enrolled, were favorably impressed by the course s

for reasons already cited.

O the basis of the data yielded by the ethnographic

3

A
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i
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studies, it 18 reasonable to assume that the major difficulty that will
confront those who wish to implement Pattérns in public schools with aimilar

pupil orientations will be to get pupils inﬁo the course in the first

\

place, rather than getting students deeply involved in the learning experi-

ences structured for them once they have enrolled. ,
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Chapter 10
‘ IMPLICATIONS AND RECOMMENDATIONS .

]
13

The dste yielded by the ethnogrephic studies hsve a number of implie

cetions for curriculum "innovation. The purpose of this chepter is to

' explicate & few of the more significant findings, compare them with the

experience of the curriculum developers who produced Petterns, end meke

ssome recommendetions. It should ‘be recalled thet the reseereh stsft

.

- worked with a totel of 15 teechers. The develOpers experience was with

over-250 teechers. The reseerch data repr sent an’ intensive experience,

the developers' dats represent a diffuhe, extensive exposure. These ex-
periences supplement each other and both should be considered when coi-'
sidering recanmendstions for future use of Patterns, °

The ethnographic data clearly reveals thet teechers see selves as
daninent-pctive agents and pupils as subordinate-passive agents in the
teacher-pupil role system. The teacher decides how the classroom learn-
~ing environment is to be structured,’ what material is important for pu-
~pils to learn, and haw this tLacher selected oontent is to be trans- |
mitted to pupils in the clessroom Consistent with their perceptions
of the teaching role, high school 1nstructors place considerable empha-
.8ls upon the dissemination of information to pupils usuelly via. lectures,:.
worksheets or assigned readings. As a general rule, teachers. neither
allow active pupil perticipetion'in the clagsroom nor do they emphasize

the need for learning experiences that reQuire pupils to seek out and to -

v . go02

2(1.7{
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'independently integrate newly ac)uired information into their own struc-

ture of knowledge in a meaningful way, principally pecause these activi-

‘ties are perceived as inconsisuent with tneir perceptions of the teach-

ing role. To ensure the maintenance‘of this transacded teacher d)minated,

_ teacher-pupil role system, overt pupil threats to the established patterns

of relationships are geverely sanctioned by reprimands, removal'of pupil
e privileges or, in extreme cases, suspension from sch%?l “

T _ Patterns, with its emphasis on int%rse pupil involvement threatens

-'teachers perceptions of self because of the implied redefinition of the

'7T‘ai: o .;pupil role in the %1assr?om. The dilemma of . this implication was entici- o b
pated by the ACSP curriculum development staff who hoped that the., , oppor= -

; tunities for more student\involvement also created opportunities for. teacher;
growth. The extent to which thie can take place will not be known for |
many years. . ' . oL C '

. R L Another finding is that most teachers in social studies departments
conceive of‘self as teachers of history or government. These transacted
.conceptions of self are largelJ a. consequence of the structural arrange-

L .'j'ments of the academic subcultures in which’ the; recelived their profes-
sional training -and of the nature of their own personal experiences as
a‘student affiliated w.th % specific academic department Traditionally,
the curriculum st. ucture Al most colleges ‘placed cxtraordinarily heavy
emphaSis upon. the teaching and learn.ng of world history, Unitea States
historx, and American government and until quite recently anthropolégy -. , o
and several of the related social science disciplines have been largely’

.ignored. Even though most colleges now have formally organized depart-.

g ments of anthropology and sociology, a majority of high school teachers,

with the exception of most recent graduates, have had limited exposure

' \‘l" ' ' »v 2:-{5
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to psychology, anthropology and sociology and.consequently know little

about theae disciplines and their relation to the other social sciences.

(4

"Although ﬂlere are saume research data to suggest that many social stud-
ies teachers find the general approach end content of Patterns intriguing,
their preuiously‘tpansaéted conceptions of gelf as teachers of history
and/or government can be expected to impede their motivation to teach

and actively support the implementation of the ACSP course--except--as
& :
the developers experienced it for those ‘teachers who aetively seek alter-

nEtives to'conventional history programs.

-

. .
Other ethnographic data on teacher perceptions of the role of teather

”have additional implications of potentially great significance for both
. i : 4
currmculum innovation and the development of curriculum implementation

strategies. In general, teachers believe that their spez:hl training

“ - and daily classroom teaching experienhe have prepared them, at légst as .

AN .
well as anyone else, to determine both he cont. at ‘of the curriculum

! - [N . .
e : structure and the nature of the various"learning‘experiences that are
o be bjfered to. pupils. Cbnsxstent vith these beliefs, teachers readily R

N\
'Mq\ assert that they are to have a pivotal role in the adoption and‘implemen- ’

'

L4 ?
s

! tatiOn of all curriculum 1nnovations. In Zenersal, teachers recognize
’ [l b L - .
4

‘ that’their}formally defined. role dutieS‘preclude extensive curriculum

'

*y

L e
! )

/_ _ development work, yet'these.conflictinghrole defihitions cause no ~

diminution in the firmness-to which they adhere to.the belief that

h 3
L}

! . teachers should actively particxpate in and/or initiate curriculum ‘in-
, " nov tionsg. Furthermore while teachers recogniue that other persons : .
“in the upper ‘Jevels of the school.structure have the authority to uni- "~

latgrally adopt or restructure the school curriculum, they, as well as

2!a (s
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;o | the administration, uie rully aware of the various patterned ways in which
teachers’ may su“cessfully impede or thoroughly sabotage a.new curriculum )
offeringl 'In many instances, for example, teachers restructure the
‘course so that the content and teaching strategies are,congruent with

~ their own perceptions of the teaching-learning roles and ‘processes.

This reinterpretatibn of a teaching assignment is not uncommon even inso-

', !

e | far as district or state<mandhted courses are concerned\ 'Either'by-re-
interpreting the teaching assignment, discouraging‘pupils to-enroll in s
nevw course, or by outright resistance to the innovation by depertment
and/or other faculty members, efforts to successfullv implement a new
curriculum can be effectively impeded.L .

iy | Another finding is that most teachers'knos very littic about“the
discipline of anthropology a.nd the nature of the a.nthropologists ap-,
: proach to the study of. human history.. This is due in part to tﬂe struc-
tural realities o{ colleges already mentioned, but.also to the fac that
‘anthropologists,are bp nature a practical and eclectic'group of Echolars

who irrererently violate the established disciplinary territories of

~*

others uhenever they feel fo inclined. This latter‘situation, in_par-

¥ , ticular, has made 'it difficult for some tgachers to define what anthro-
pologists do, as evidenced by the sample data presented in Chapter 9.
Misconceptions gbout’ the nature. of anthropology as a diseipline are such
that man;.teachers perceive the/subject as irrelevant to the needs and
interests of pupils regardless of their socio-economic, racial or educa-.
ticnal background. Although the most erroneous conceptions about anthro-
pology are expressed by teache.d outside the sccial stu%ies department,

| teachery i:\Ll

1 departments are{in a very favorable position to inlluence.

i

\ ‘e B [ ] A
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“pupil attitudes toﬁards all aspects of the .school curriculum structures.

Thus, it is concelvable that some teachers who have misconceptions about
Q anthrqpology may initially hawe a detrimental effect upon pupil attitudea
about the Patterns course. The course developers experienced enother )

i

danger in teachers misconceptian of anthropology--overexpectation of the
) discipline as & cure-all and the subsequent diaillusionment. /

| On the basis of ‘the data wvailable, pupils who do enroll in the
ceurSe cen be‘expected to react very favorsbly to Patterns. The favorable

t

response already accorded Patterns is due in part to the novel content,
buﬁ,.more importantly, toqthe high'degree of equivalence between the
' learnieg role of~pupils envisioned.py the desighera of the course and
pupil perceptions of the ideal pupil learning role. The ective pupil.
participation required of pupils who' have experienced Patterns led many
to express the view that this course was one cf the few offered whieh
allowed pupils to beccme ‘deeply involved with concrete data, s&stematically |'
work through their own ideas and formulate and test hypotheses, all with
2 mirdmum of teacher intervention. * |

Finelly, there is considerable data to indicate that in schools with
large concenfrations of minority pupils, there will be increasing pupil
pressures to introduce courses into the curriculum that desl principally
with the cultural heritage of specific racial and ethnic groups and the
nature of their contribution to American culture in general. Furthermore,
becavse the minority pupil populati~n has transacted e highly elaborated -
structure of beliefs about the need to reassert end reli.force racial and

ethnic iGentities, considerable pger group pressures on pupils to opt for

these new ethnic studies courses can be expected. Although many teachers
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and administratora ‘may give only tacit approval to these innovations,
their overriding concern for the maintenance of the teacher-pupil role
systenm will'lgad man; to opeply support the implementation of .an ethniq
studieslproggam, espééially if apch7a program .can mitigqte'pupil pres-
sures for additional changes in either the role or ch{riculuﬁ structures
of the scHool.

Rec‘mmendat ions

A successful Patterqg 1mplementation strategy that will ensure proper \

use of ‘course materials by teachers and thus’ genuinely affect pupil abili-
ties to observe and analyze human behsavior, " and which will result in the
sustenange of the innovation, must ttke into account certain btructural
réalities‘of the school as-weli as some 'of the more critical findings as
they relatefto teacher perceptions of selves, of the téaching"role, and

the curriculum structure. Although there is freq:ent teacher and pupil

criticism of the content and organization of world history, the traditional

curriculum offering at the 10th gfadg level, this course is firmly em-
bedded in the curriculum structurés of most school systéﬁé, and is likely
to continue to be s0 at 1east in the immediate future. This conjecture’

is based on the knowledge that most social studies teachers conceive of '
gelf &s teachers of history and believe that some pupil exposure to the
‘history of Western European culture 1s an'essettial educational experience,
Rather than dismantle the wo;ld history course as & result of the rather‘
harsh criticism directed towards it, there is ethnographic data to sug-
west thet many social studies departments(will simpiy restructure’the

course itself and place much greater emphasis upon the study of recent

Ca

£




history and contemporary socidl,and political events;l Patterne, in the “,.

Jdevelopera‘-experience, offers a framework for this reetructuring.

' The fact that both the title and content of the“ACSP courge reflect

" ; a’ general historical orientation will undoubtedly facilitate the acceptence
of Patterns by many teachers in social studies departments. But in terms
of - devising successfuI implementation strategies,, the ethnographic data
suggests that considerable emphasis should be placed upon the fact that
the course is a study of human history approached from the. perspective of
anthropologists. This implies that methodological pérellela between the
disciplines of history and anthropology be unveiled whenever possible .
and that teachers in social studiee departments be continually reassured
that both.the content and prescribed teaching methods are not totally
foreign to their own experiences. This point_ie.critically importent be- -'L
cause there is an absolute minimum of ethnographic data from the 16 research -
program teachers to suggest that the course will be favorsbly rebeived it
Patterns is presented to them as strictly a course in enthropology. |
However, experience in schools involved in the development of ACSP materiels L

:4shows that teachers do explicitly seek anthropologioal materials. |

Given the presently existing teacher-pupil role system in the public -

schools, i1t appears thet at least a minimum degree of reeource perso.unel
training and.other support services in the\school are essential if teach-
ers are to structure the cleesrogm learning situetion'in a manner that
is consistent with the natu-e of the pupil experiences prescribed in the
Patterns teaching plan. This supplementary assistance is important be<

cause most teachers must retransact the teacher-pupil role relationship

if their instructional behaviors are to facilitate pupil attainment oi




place extraordinarily heavy emphasis upon teacher domination of the class-

209
the learning-objectives. This is particularly true of those teachers who I

o LS .
room and who perceive of themselves as disseminators of information. On . i

the bdsis of limited experience to date with some teachers who have been

actively involved in the implementation of Patterns in the past- year, /
Y
|

there is8 already same evidence to 1ndicate that cuch resource personnel,
training experiences can facilitate the classroom role retransaction 7
that is requisite to successful teaching of the(course. ‘ ; '

Data on the school structure indicates that although a new curricdlnn R
innovation can be superimposed upon local schools by key district admihis- |
trative personnel, ‘an effective implementation”strategy that will ensqre
sustenance of the innovation requires that the innovative agents ;ork;'.

véry closely with the teachers at‘thewdepartment level at 1mplementa€ion
sites. In viev of the elaborate steps taken by the ACSP-RP to_elici;r r
teacher support for Patterns prior to its implementation and the pe{cqp-. p
tions of teachers of their p;oper_role in curriculum development and
ajoption, the problem of working sufficiently close with teachers ih,the
local school poses monumental problems for projects like ACSP. Neverthe-
less, several data from Sunnydale amply illustrate the relative impermanence o
of the elective curriculum structure and the consequences for inn$vative |
, agents who fail to gain the support of local school personnel. This re-
sult wag, no doubt, due in part to the fact that ACSP-RP experience was
with Patterns as an elective course vhereas it is the’hope of the de-
velopers that it be seen as an introduction to the required world history

sequence., In either case, on the bagis of data yielded by the ethno- //:

graphic studies there is corclusive evidence that many teachers remain

<y

L Y




the planning and ‘implehentation prooesses. -

- %o other curricular offeringa. One means of approaching those who gon=

3

. S R '2'10
indifferent if‘not totally hoatile, to & new course offering in their

department unleas they feel as: if they have becn intimately involved in e

‘Finally, the ethnographic data suggest that schoola in which the 77
certificated staff and/or pupils pérceive the course to be aubordinate
tinually lobby for a ¢omprehensgive ethnic studies program would be to -
emphaaize the anthropoiogist s cross-cultural perspective on the study |
of human groups. It can be pointed out that Patte rng is aesignea ©o ‘
teach pupils the skills that will enable tham to map out and anaiyze | ¢:,¥ o
patterna of group behayior within their-own qociety and that the‘sub- . .
cultural patterns of one group can then be compared and contrested yith |

the patterns which characterize other groups.

N "
y
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s . - o o Chapter 11

THE RELATIONSHIP - (F CGNDUCTED RESEARCB TO THE ﬂCSP COURSE -

A
v L .
¢ty ' . V- : as
. . 3 R
B4 \

. The over-all strategy for the cognitive reletrch into the 1mpact .of
S Putterna during the implamentation period w:a derivcd from a canbinction -
‘of several eppirical and theoretical conliderationa. Firat, an exhaustive
examination of the student materiall arid Teaching Plan relulted in the °
" 4dentification of a diatinctive characteriltic ot the cannc with respect
., to both aiml and activities, It appeared desirable that the conducted
v reaearch be reluted to thia critical attribute.' oeccnd, an uccunulating
. body of recent learning relearch and related theory augzented an analytic-
,i 'diviaion or the diatinctive characteriatic of. Patterns into two funda-
mental categories of learned entities. Thia divilion, ;} turn, led to an n'
"ealentially double- atrpnded deuign for dogniti?e reaeerch, then modified )

/ NN
C. to take into coneideration the potential 1nfluenoe or aeveral student

* variables of particular interest to the course deer;uera apd the con-
straints imposed by linited time and money. Lo
The function of this chapter 18 to present the general strategy of
ACSP-RP cognitive research and 'to relate the design of that stretegy to ,

the course ag a distinctive series of curricular experiences.

COURSE MATERIALS , | )
Patterns inuhumen History includee diversified materia?& for student

use: over 100 printed items including’ stories, caee studies, drawings,

photographs, mara, evidence cards, charta; woritﬁeete, and expoaitor&

211
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articles; seven color filmstrips made 'from original. slides, six accom~ )

panied by a ‘sound: recording; casts of five prehietoric stone tools; two

T ) figurines, and a\cuneiform tablet eight overhead proJector transpar-
encies together vith overlays, recordings of a series of fo].k tales from .

¢

a Pygmy band in Central Africa and a simulated interview of a band member

by an anthropelogist‘; and an’ album of fifty photographs of a Peruvian /
% . hacienda. | . \ B
' Acccmpanying these student materials is a ‘I‘eaching Plan for teacher ¢

use. The course is divided into four major parts.
Part I: Studying Societies
('Part II: .The Origins of Humanness | : ,. | R ~
Part IIIi The Emergence of Complex Secieties
Part IV: Modernization and Traditional Societies
Each of these perte ig divided into a series of topics, or, ag is the" . ‘7
R , - case. of Part II, a series of problems for -student inveatigation. The
" ' Teaching Plan further subdivi‘des both topica and problenms into numbered
’ I"essons, each referring to one or more daily periods of recommended class
activity. For each lesson there is a deecription of its functioh in a
larger series, a listing of specific learning objectives to be attained
and the materials *+o be used, a detailed outline of recommended proced- ’ .
ures to be followed during the class period(s) involved, and, in many

ceses, additional background information for the teacher. The Teaching

Plan is, to be sure, extensive, highly organized, and considerably detailed.

1/‘
DISTINCTIVE CHARACTERISTICS

A detailed analysis of the lessons recommended in the Teaching Plan

- ' reveals the following distinctive patterns:

!
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course 1s divided; begin with the presentation of new social data

A&, €

to atudents in some form oth@r than a written expoaitory article.

In fact, a mpjor portion “of all the lessons begin with. such pre-
sentations, archeological site mapa, photographn of people,.
: drawings or casts of artifacts, stories, tranalations of origL
“ _inal documents such as records of co&rt cases, and the’ 1ike.
‘ (25 In the mpst typical lesson beginning with the presentation of -

x _ deta, students are asked to examine the presented item(s) and
to"speculate" on tdL naﬁure of aspecte of the societ from wﬁich'
the'da£; derive which cannot be directly observed in the data |

:‘”itself. TPe term "speculation' has a special meaning'in.BEEQ'n
Eggégz it is an inferente supﬁérted ;yithe data, an hypothesis

. in sccord with the evidence ot hand. Thus, lessons typicaliy

- require the formulation by students of supportsble inferences.

(3) Students are not asked to qraw'aupportable inferences from data

(a) Typically, the teacher will pose alquestion or qﬁestions for
in@estigétion which identify'a focus for student inferences
and delimit the scope of speculation. For instance, ﬁn many
lessons the teacher will "frame" the discussion'of some new
visual data by asking how the "life of the people who lived

here" (in the case of an archeological site map) or "the

y

1The reader is remlnded that this report refers to Patterns in Haman
History, including the Teaching Plan, as it appeared ca October 1, 1969.

(i)” All but' three of the eighteen topics and problems into which-4he

without guidance. . Reccmmendel. guidance appears -in geveral forms: -

B

Ul
\
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(h) Despite the structuring influences provided by the materials
themselves, the focusing questions of the teacher and his channel-
'ing role during discussion, lessons are typically intended 'to be
"open-ended" in the sense that alternative inferences are not
only anticipated but are to be genuinely invited and encouraged.
There is no one "right answer" in the-drawing of inferences.
However, some inferences are better than others if they account
for evidence better; the purpose of many of the lessons is to
develop students’ skills in making inferential statements and

deciding smong alternative interpretations.

about the supernatural?" i
‘ Throughout discussion the/teacher assists students in "pro~

cessing" the presented 7ata by asking questions about over-':

* lation in order that/students make evident to themselves

EE : S : ‘ 21k

‘ 1ife, of. the people who made these things" (in the case of

casts or drawings of artifacts) "was different from the _:m”

life of the people we just studied. In other=instsnces, K

the opening questidn'may be nsrroWer, e. g., "what do these
~ &
items tell us sbout the posnible thougnts these peopis had o

/

.o

.locked characteristics of the evidence, having students make .

/
lists of various things they dbserved,ﬁprompting students to

'recall concepts lesrned earlier in the course; probing specu-

t

their assumptions,'their reasoning, and tne evidence they <

used; inviting alﬂ%rnative hypotheses; and generally chan=—

Q

neling the. discussion to a sifting .and patterning of the.

data and arguments concerning conflicting interpretations.. '

20,
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(5) In the main, the etudente, not the teacher or the materials, |
d
‘ proceee the presented data. A term which seems to appropriately

o

o o | ddacribe the kind of £Latructiona1 setting recommended for the o
maJor portion.of leesone in Patterns “is "guided inquiry" ag dis-
tinct ‘Prom, let us ey, "pure" inquiry in which the.pupil posee

s /
 his owvn questions and problems and deaigna his own proceduree

&

for inveetigation° and from "didactic preaentation" in which ‘the

‘queetiona toy investigation,;the 1nvestigatians themselves, ‘and the

.o
0y

: | / anavers, &e carried out -(if at all) in the materials and/or by the

‘teacher., -

In summary, the improvement of student data processing skills/ie a
fundamental and pervading obJective of Patterns; the predominant type of -
recommended lesson is best characterized'by the term "guided discovezy"

‘ ' ’ presumably'tti@ primarlly through engaging in these guided thpugh open-ended
' data proceaeing activities that ‘students are'tq improve their data analysie
s capabilities. | ' : Co

INFLUENCE OF TEACHER- ROLE-BEHAVIORS \\ -

Consilerable research has shown that what a student learns is affected
decisively by what he does during the precess of learn1hg.2 Further, many
recent studies have‘confirmed that during claagroom episodes the character

o” what'studentardo (their patterns of-learning behavior)-are eritically

&

influenced by the pattern of interactive behavior exhivited by the teacher.3

2See, in this regard, Rothkopf, E. Z., "The Concept of Mathemagenic
Activities," in Review of Educationsl Research,40:3 (June 1970)

3See, ‘n this regard Amidon, E. J., and J. B. Hough (eds.) Interaction
Analyais' Theory Research and Application, Reading, Mass.: Addison-Wesley

Q ‘ Publishing Co., 1967, N
- <'§




'vBased on these principles, one would predict that students taking Patterns
'".would attain the distinctive instructional obaectives of the course to the
. extent that the teachers transact roles resulting in the students, with
. appropriate guidance, processing the presented data. The type of student
learning involved and the nature of recommendations "in the Teaching Plan,
suggest that the course cannot be expected to achieve its objectives if
teachers and students transact the type of relationships. which customarily
exist in high school classrooms with the teacher as "giver of knowledge"'
and'the students as "receivers." In other.words, students cannot be ex-
pected to learn the desired data processing skills unless the instructor
' exhibits a leacher style which transmits expectations for the intellectual
behaviors involved and provides adequate opportunities for studénts to
learn and practice the campetencies in question.

_ An obvious line of important research follows fran these considera-
tions" investigation of the effects of differing teaching styles (role
patterns) on student learning outcomes. “As indicated.i in an earlier section
of this report a substantial sub-studv;was planned~which would have pur-
sued-this‘line of inquiry. Patterns of teachingvstyles vere to be deter-
mined through analysis of'videotaped~class sessions and student post-course

performancemcanpared for teachers with wvaryinns patt%rns. Unfortunately,

this stndy could not be carried out.

DATA PROCESSING COMPONENTS
For purposes of analysis all the components of thinking employed in
what has here been called "orocessing social data" can be grouped into two

related yet theoretically dirtinct categories. These two classes of thinking
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components -are referred to a8, (a) gtellectual gkills and (b) internal

representations.‘ Recentresearch in human learning, notably by Gngnéhu

1

and Aueubcl,5'euggeste that effective learning of each type depends on ‘ - ';
. somewhat different pre-requisite conditione both within and external -to j;
‘the leerner. A consequence for instruction is that'provision must be made
within the sane curriculum for the ecquisition of both classes of thinking |

. components. The'implication for reseerch is that the comprehenaive invee-.

tigation of cognitive effects must include assessment of learning for both

ekills and representation;since a particular course of instruction can
conceivably have differential effects in theee two areas. Accordingly, ACSP- "
RP cognitive research measured learning independently for these two
classee, insofar as separation in actaal prectice is possible, and then
investigated potential relationships between change in these two ereae; ¢ E
- INTELLECTUAL SKTLLS
"Intellectual Bkllle" refer to inferred operations or activities carried
out by the human nervous syetem in manlpulating data relayed to it Yfrom “
sensory organs and tissues. These activities have been referred to by
many investigators using a variety of terms. Such phrases as "intellectual
ekills", "deta processing skills", “intellectual maneuvers', and "cognitive
strategies" have been employed as labels either for inferred thinking opera=-
tions, or the ability to carry.out sucn activities. Strictly speaking,

thinking does have a basis in genuine internal motions-~complex patterns

of the movement of electricalimpulses along perve pathways and through other

hGagne R. M., The Conditions of Learning AE;? ed,, New York: Holt,
Rinehart, & Winston, 1968.

5Ausu‘bel D. P. Educational ngchology. A Cognitive View. New YOriieh,,
Holt, Rinehart, & Winston, 1968.
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‘parts ol our physical-thinking apparatus. '"Learning psychdloéiats" xowever,

classify.thinking operations in terms of differentiated functions or tasks | '

useful in .reaching 1ome processingpgoal‘ For 1nstance, if a young thild

o

is asked to pick out all the round" obJects ‘from among: an. array of novel

\

items his internal operations can be described in distinctive inferred steps
' \each'having a function in carrying out the total task of selecting all the .
.+ .. round obJectsf One step, as an example, would have the function of eata-
. blishing or finding out the characteristics-of the presented items and might

' be refe;red to as surveying Another step functions €0, recall for the - /
' 1 T
child some internal representation corresponding to "roundness" . still y

E ' another would refer to that portion oi‘the whole process during which the

o characteristics of the various obJects are %pmehow compared to the internal

3

representation‘%br 'roundness'. And so on. .

' A recent series ofvexperimental'studiesoconducted by Gagné . and his
associate56 has generated considerable evidence to support a hierarchical -

model of intellec{:.ual gkill learning. According 1o the model the acquisition
of'any complex capability depends upon the prior learning of.simpler'requia '

site capabilities. As an exéample, in a study by Coleman and Gagné7 the
\
ability of sixth-grade pupils to meke short summary statements comparing
»
and contrasting the mejor digrﬁrences between lists of the main exported

[ 4

items for'two countioes was found to depend ypon their prior ability to per=

)"
form & whole series of less complex tasks, including, for instance, grouping
v

»
6Gagné R. M., Basic Studies of Learnlng Hierarchies in School Subjects, b
Final Report Prolect No. 6-29L9, U.S. Dept., of Health, Education, and Welfare ,
| |
I

Office of Education, Berkeley, Califomia, 970.

7Ibid., Colenman, L. T., and R. M. Gagné, "Transfer of Learning in a
oocial Studies Task of Comparing-contrasfing. o
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exports into a variety of alternative categbr;es, constructing comparison
charts, and making brief sfatements to express charted differences. Once
the experimental students had learned all the requisite tasks, they were
leé, without further training, to successfully contrast export iists and
to transfer this capability to two new situations involving compleﬁely

" different social stulies content.

SKILL HIERARCHIES AND THW% ACSP COURSE

The inte;lectual capability referred to in this report as "social
data processing” would'appeaé to be & highly complex skill, dependent upon
the prior'acﬁnisition of a large number of simpler requisite skills.’
Typically, students are asked to (a) examine limited samples of data con=
cerning» & previously unsfudiedrpociety; (v) draw sEeportdble inferences
about aspects of the socliety nét directly}sbserydﬁle in the presented data;
(e) decide between alternative inferéhces; () cqntnast inferences/made
sbout this society with inferences previously made about a different society.
For instance, during Part III of the course, pupils are shown & color film-
gtrip of the various astifacts fcund at Jarmo, the site of a prehistoric

village in the Middle Dant. - The students are asked to speculate on the /

yossible functions i the artifacts shown and, from these, to draw inferences

regarding how the'life of the people at Jarmo may have been different from
tbe 1ife of the other prehistoric prcoples studied in preceding lessons. Some
of theobjects presented in the filmstrip are quite different in «ppearance
from all the other artifacts previously examined in the course and specula~-
tions sbout their distinctive functions provide a basis for drawing inferences
regarding differences in the 1ife of the people of Jarmo and that of the other

prehistoric groups studied.

v
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1

ACSP-RP 'was initislly ‘designed to idgﬁ the hierarchy‘of

requisite skills underlying successful carrying- oug Qf}the analysis of

social data of which the Jarmo task is one example. Further, the planned

res?urch, through a serieagof studies modeled after Colgpan's, would

have determined which sub-skills were significantly'd&rengthened through - .
—experiences in Patterns .v---a.nd which were mosfh frequently unaffected, the

latter aignaling the areas in which subsequent course eleboraticr or re-

LoANTE

vision would be desirable. Two of these studies were begun during the |

reaearcﬁ period. bne was subsequently abandoned dug to monetary constraints; the
" other, described below,was carried out but in abbreviated form due to

practical difficulties eﬁcounte:gd in thé administration of tests to project

and control students.

CONTRAST/INFER TEST

_« The "intellectual skill" study compleﬂed durin lthe research period
‘r\brovided a limited answer to the questioﬂ{:f vhether Patterns improved
students' social-data processing skill. It employed an ACSP-RP designed
instrument for measuring stucdent ability to draw inference from certain
kinds of sgcial data ;nd to contrast inferences made about two or more
societies. A description of the study, including comment on the nature

of the Contrast/iufer Test (COIN), the design used, and findings, consti-

tutes Chapterl2 of this section of the research report.

INTFKNAL RFPRESENTATIONS g | o
As with "intellectual skills", various inferences can be made about

the ability of the human nervous system tc make and retain some kind of

record of events and other phenomena, to "represent" elemrits from
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I

. experience in some internal fashion. Without reference to some kind of

mental repreeentetions or "images'" of external reality, it is difficult

.to ‘explair how thought of any kind does occur, from simple remembering N
of some previous experiences to the complex maneuvers which appear to be
\*’///”involved in such things as drawing inferences about socleties from visual
data. In order to process or manipulate sensory data mentelly, it would
appear that one mnst have internal "renresentatione" to "manipulate”,
representing items and classes of items in the external world.
When expressed in languege mental representations take the form of
names for and statements about phenomena, their yropertiee, and interrela~
» tions ampng them. Collectively, they are whet is normally referred to a8
"knowledge". More correctly, they might be referred to ae "verbalized
- knowledge". Knonledée refers to three classes Of mental representations:
(a) All verbalized representations of single unique directly experi-
enced phenomena or attributes of phenomena (e.g., that object
and gg;x:that'particulare unique one; tne internal image of the
unique color of some object, not as "color" but as a conglomerate
of internal sensory events);
’ | (v) Representations.referring to classes of phenomena whose members
are similar in some’ fashion but mny differ in any other respects
(e.g.s degs, animals, clothing, families, sharp objects, societies);
(c) Representations referring to relationships nm;ng classes (e.g., the
' influence of human brain development on tool-making ability and
vice-rerea; the relationship between agriculpure and the emergence
of complex urban states .

Recent research into the acquisition of verbalizable knowledge has

-
-
-
>

-~
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' ‘ ’ ' ’ Fi
contributed to an understanding of the conditions/within which such learning -
P .
occurs. Ausubel, drawing inferences from a nué;er of signﬁricant studies,
| ' C N
critically on the structure of the ideas representations.) already in the .
v learner s possession and the manner- in/ﬁhich new knovledge ia incorporated

. J
into ar added to E?A structure. Optimnm conditions of inbtruction are

those which cont; ibute to a vellyé;ganized, stdble internql system of
representations and which aseibt the learner to preserve the distinctive
qualities of/ newly acquﬁred'léarning while establishing thé location of

. ihis knowlédge in relation to the structure of ¥is previohsly acquired know~
ledge. A number of practices appear to facilitate these objectivss: the
presentation of "organizers", verbal propositions that iﬁdi;ate the relevance
of the to-b;-learned knowledge to the pre-existing cogni#ivé structure;
the presentation of the most inclusive ideas first, followed by increasing ‘
detail; and the deliberate and expligit'pointing out of similarities and

differences between the newly presented ideas and those previously learned.

LN

RESEARCH ON INTERNAL STRUCTURE - '

It was deeﬁed highly desirsble to obtain a measure of student acquisi- .
tion of verbaiizdole knoﬁledge due to experien~es in Patterns. This would
allow for infertunces to be drawn regarding the extent to which students'had
increased their stock of internal representations, presumably then aviilable

for application during the processing of social data. The decision was made

to concentrate on the most incluaive'conceptual categories (classes of

Op.cit.
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pheriomeha possessing common characteristics) nppearing in Patterns. An'ACSPJ
RP ' qnetrument, the Concept Recognition Test '(CRT), was designed to measure
the extent to which students learned'these concepts. ‘Eaeh 1nc1uded'conceptf
refers to a considerdble number and range of ‘social phenomena, has a dis—
tinctive name or label used in the course (e.g., "environment eociel .
position", "adaptation"), and can be expressed in a yenbé{Jltatemenx. The
use of two different question formats in the CRT instrument made it possible

)

to draw inferences regarding not only tke acquisition of concepts dbut the
internal structure of course-related co. epts poaeesaed by studenta. \A
detailed debcription of -this portion of the cognitive research constitutes

Chapter 13 of this sectionof the report. . /

THE INFLUENCE OF QTHER VARIABLES '
Since Patterns was designed faruse with the maJority of Americen hish .

school students, an assgssment of the influence of various student veriebles

on the learning of intellectual skills and concepts (repreeentatione).wes

accomplished through the u;e of correlational and factor-analysis sub-studies. N

Veridbles investigated included initial capabilitiecs as measured by the

COIN and CRT instrumenta,.reading achievement ns measured by a standardized

reading test, peneonality configurations and value orientations a8 measured

by #tanderdized instruments, andfan~SES‘index. A summary of data-gathering

instrumente, dates of administration, and'groups tested eppeeys in Figure llélﬂ
Post results on the COIN and CRT instruments were also compared in a

correlation study as a means for investigating potential relationships

between change in the two areas of capability involved.
\ :




" Figure 1ll-1

SUMMARY OF DATA GATHERING. INSTRUMENTS T_

oy :
R N

| ‘Date |
K Instrument administered . Groups tepted -
"/ (a) Concept Recognition! | Pre: 2/70. All available project and control
Test (CRT) Post: 5/70 - classes ,
(b) Contrast-Inferencing | Pre: 2/70 Representative sample o}“project L
Test (COIN) Post: 5/70 . and gontrol classes.
(c) Status Identification | \ | . ‘
Test (SIT) Post: 5/T0% Representative sample of project
o g | and control classes .(same as for
. item (b) above :
' .
(a) Coms}ehenaive,Test Sunnydale All Sunnydale project and control
. of Basic Skill; - 12/69 classes. Representative sample of
~ Reading Section, Castlemont Castlemont project and cgntrol
** Form QU " 3/70 classes
(e) California Psychol- ' Repreientaxivo sarple of project
ogical Inventory- : classes only
‘(cPI) , 3/70 ' |
(£) Gordon Personal - Seme representative sample of project
N Values ‘Inventory _ classes as in item (e) above
(cev) , /70
/ (é), Gordon“Iﬁterperaonal " Same representative sadple‘of project -
Values Inventory classes as in item (e) above
(GIV) . b/70
(k) BSES Inventory . 9!70 _ Alllavai;able project pupils
! - :

A B e;fofm was also administered in 2/70 but results not uged! in any
~ subsequent analyses.

xS
b
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Correlation and factor-analysis studies are not reported in a separatg

chapter but are intersperseh among Chapters 12 and 13 where appropriate.
. \ '

IDENTIFYING STATUSES FROM ANECDOTAL MATERIALS

One additional study‘was carried out to inveatigute iﬁ detall student
learning of a cluster of intertwined concepts and proceﬁain& skills asso~
ciated with a series of léséona'not prévionslxitieldhtgntéd.__IhangnlgangnnL__i___'
ar; désigned to teach students'to identifty st&tusés from an analysis of | \
anecdotal materials. A separate inatrument the Status Idontitication Test
(sIT), Was designed for use here. The reaearch. reported in Chapter 1l of -
| this section, provides an in-depth analysis of one area of date processing
in_Patterns without attempting to separate skills and concepts (repreacntu-

tions) as was done in the studies involving the. COIN and CRT inatruments.

SUMMARY

The derivation of the studies for cognitive résearch connected with
Patterns is represented visually in Figure 11-2. Three levels. are shown
in this figure. ILevel 1 refers to'the distinctive elements of Patterns as |
series of curricular experiences. Level 2 refers to the division of
Ata processing capdbility" into two types of learned ccmponents, such

vision derived from a consideration of recent research and theory develop=-

ent in human learning. Level 3 indicates the derived studies conducted
after alterations due to practical considerations. What does not appear
in this figure are crucial considerations having to do-with the decisive

influence of teacher clussroom roles on student classroom roles and subsequent

learning outcomes, and the aborted study planned for invectigation of this

b

critical iasue.
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Figure 11-2

SUMMARY OF DERIVATION OF ACSP RESEARCH STUDIES

N\

——?4-——:—-- ——— ~ Distinctive coufao objective:{ | _ - o -
'~ "processing social data' . Lavel 1: Patterns of "7
' ud né . . Human Histoary - . 5
. - . « a7 4 ‘\
|2 —y R
R Intellectusl Internal | '
: skills representations " Level 2:- Learning
— models
— 't'( '
. N
Study A 8tudy B Study C
Ability to infer, Acquisition of " | Avility to identify
g and contrast infer- most inclusive status from anec-
ences, from social concepts . dotal materials - .
data ' _ (skills and concepts] N
| a T | ‘ z Level 3:
) [ Research
: : . studies
Coxrrelation \ .
studies
Influence of various )
non-course variables ' )




~ concepts posseluod'by |tudanx|.'~rundannnxnl to the const:uction and ‘use

‘of this instrument is the asuumption that the ability to procelt |ociq1

thinking components: the number and nuture of intellectual unouvers a "

| patterns of attributes among the artifacts. The students' performance also

Chapter 12 T .
THE LEARNING OF COMPLEX CONCEPTS

The Concept Recognition Test vas ddiignod to assess the effect of

axgegng in Human g; ory on tho number . ot’hiuhly 1nclusivt courla-rolctod-

.daxa and qrriva at varrantdble inferencon is influenced by twn sets of R

|tudent can perrorm, and combine tnto sequences at w111; and the number

| and nature of the conceptual categorieu he can employ in currying out .

various maneuvers. For- exumplc. if a student is presented with sn arrqy P

of artifacts produced by a society he has not previoully studied and is
asked tq make‘inferenceu about the technology of that society, the npxure
of his perrormance will depend oﬂ whether he has learned to carry out and
sequence such p;ocessea as surveying the physical attributes of the artifacte,
grouping these into categories, searching for previously learned links
between the identified categories and aspects of "technology", making tenta-
tive inferences and checking their veiidity through reference to other

, a . _ . ,
depends on the conceptual categories into which he attempts to group attritutes;
whether, for instance, ﬂ% classifies the objects presented on the basis of
the degree of precision needed for their prod&ction or the amount of coﬁu

centrated power necessary, or the number of separate and distinct operations

'RT  ao7
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d to produce each of the artifacts, and so

that would have to be perfo
on; ‘Tt is .categories such as these which structure students observation

of the presanted objects, which "tvll" him that it is important to examine
‘ snch things as size, texture, nunbe>\or parts, materials used, and how

precisely moveable parts fit together.\ The same categories also suggest

related ways to sort the data--such as'clessifying the nnxqrihis which make

up the objects on the nhsis‘or how much th vere changed from their natural
.form.,
It should be noted in the example given that the meaning the student
supplies to'technology 'w=that is, the kind of entity he believes "technology"
-to be and the sub-entities he believes it includes (in other words, into
_which conceptual categories he classifies "techrnoclogy" ‘and its components).
' structures the examinstion of the artifacts and the categorization of attri-

R

butes. For example, the student who conceives of "technology" as a categoxry |
vhich includes the processes people use to produce items will Be led to |
searchlthe presented'data ior attributea and attribute petterna from which

‘ can infer the nature of the processés employed. In nontrast, the student
to whom "technology" mnans onl§ "tools" in the narrow nense of the physical
objects used during production will not attempt to relate observed patterns
to processes and cannot, therefore, be expected to draw inferences rngarding )
the magnitude of planning and organizamion achieved by that society.

In this discussion no distinction has as yet been made between concep-

tual categorie: based on observed physical attributes, such as "blue",

"small", and "pointed"; and categories based on complex combinations of

observed and inferred attributes, such as "power", "raw materiels", and
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"technology A few suthorities in the field of human learning have pre-

cisely identified the dietinctive character of eadh of these two general

"types. For purposes pf this rqport, however, it appears adequate to indicate

‘tha the CRT test is concerned with concepts ot the latter sort and to call

these "highly sbstract" in contrast to "concrete".

< . .

TEST COMPOBITION

The complete COncept Recognition Test eppeers in Appendix C. It cone

<

' sists of thirty multiple-choice itens requiring etudents to.classify des- f
cribed phenemena into abstract conceptual cetegoriee, correct classification

considered evidence that the responder has "learned" the concept in question.

'l‘he aa’- form was employed for both pre-.and post-testing. Each student's

© gcore is equal to the total number of qorrect responses given.

The abstract concepts included in the CRT instrumen* consist of a

i

sample’ ot thoae named often in the pupil materials in Patterns, those ex-

plicitly identified in the Teaching Manual as‘'ideas to be learned by’ntudentc,

,and a rumber students are asked to employ during the course even though

these are not specifically-ldbeled in either student or teacher materials,
The thirty test items consists of a.l abstract concepts from these three
"poods" for which it was possible to write clear examples and item choices.

Two different formats are used in the pnesentation of items. Format I,
used with twénty iths, presents a concept;label,'such as "technology",

tollowed by descriptions of five phenomena. The student's task is to select

- the one phenomenon which is either an exsmple of the named concept or an

example of one of its attributes (or, in some cases, the one phenomena which

is ndt an example of the named concept or one of its characteristics). Here

<
- -
. ' b4

-
R
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is & sample of a Format I'question:

9. Hunter-gatherer society: which one of the following ;g_usuglly

., found in & hunter-gatherer society?
(a) There are extreme differences in the wealth of the adult

members of the socliety.

(v) The privileges people have in the society are baced ma.nly
. on their age and sex. :
. (¢) A few people in the society have most of the power. |
(d) There are a great many different kinds of jobs, each done”by
a different perron; most do only one kfnd af Job.
(e) There 'are a‘gréat variety~of social ﬁositiona.

Format II, used for ten items, describea a phenomgnon and reyuires

P

the dtudent to choose which of five presented concept names best fits the
. ‘ ' - Q
phenomenon. An example of Format II Tollows:
k. Situation: In Mbuti society all men, women, and older children
——— \ . .
‘ hunt together. .
' Question: What 18 hunting together in Mbuti society an examplc of?
| ' (a) an integrative mechanism.
(b) & biological characteristic.
(¢) reciprocal resistance.
(4) economic differentiation.

(e) unnatural selection.

o DESIGN

.Covariate analysis

The CRT instrument was administered to all availeble project students
in the project and contro_l‘"pools"l duriﬁg the second week of February 1970
snd the last week of May 1970. Scores on the Reading Section of the Compre~

hensive Test of Basic Skills, Form Q4, were available for almost all project

\Jt/ _ lSee Chapter 4 of Part II for the procedurea employed in the selection |
' of project end control "pool" classes. »
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and control students in Sunnydale, and for a representative sample of project

and control classes in Castlemont. Analyses of covariance for CRT post-
ﬁeiformance was carried out in a two-way design in which reading achievement
level and type of treatment (project and control) werg‘the investigated
varisbles and reading achievement raw score and CRT pre~test score were the

covariates. The unaiysie, of course, was confined to those students for

———— '

whom thefe vere pre- and post-CRT scores and & reading achievement score. ; .
For this analysis, varience among th;ee,levels of reading achievement |
vas ekamined, the levei;.corres;pnding in rouéhvfashion to deéignation# of
"high‘afarage aﬁd'dbove" (ieyel 1), "low average" (level 2); and "below
i average" (levei 3) with ;eapect‘%bﬁpational performance norms. The statis-
- o tical analysis'was\perrormed at the University of dhlifornia, Berkeley,
Computer Center with a program ﬁhat equalizes cell sizes by random exclusion
of aﬁbjeé@s from over-represented cklls. Results of'the‘anaiysis were examined .
for,evidence of significant main effects, "complex" interactipn effects |
. between treatment type and reading levels, and "simple" interaction effects
within each reading level.2 " | |

Intercorrelations

To investigate the potential influegfé of other known variables these

procedures were followed:

2The distinction between "complex" interaction effects referring to
veriance over all cells, and "simple" interaction effects referring, in

this case, to variatioh‘between treapment at each reading levels is drawn
pointedly in Marascuilo, L. A., and J: R. Levin, -"Appropriate Post Hoc
Comparisons for Interaction and Nested Hypothese#® in Analysis of Variance
Designs; The Elimination of Type IV Errors," in American Educational Research
Journal, Vol. T, No. 3, May 1970. All oth;f’ﬁtatistical procedures follow
those presented in Guilford, J. P. Fundamemtal Statistics in Psychology and
Education, McGraw-Hill Book Company, New York, 1956.

.. )
o T e
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" (a) Intercorreiations between CRT change sccres and scores on non-
cognitive 1nstrument;'were compuﬁed for a representative sample
of project students, and stabisticql tests of the aull hypothesis
of "zero correlation" (r = 0) were applied. The non-cognitive

instruments were:

L

(1) The California Psychological Inventory (18 scales).
(2) The Gordon Values Survey, Personal (6 scales) and Inter- ~

"

personal Forms (6 scales). o .

-

~ J
(3) A socio-economic inventory adapted f.om North and Hatt.3

(v) AIntercorrelations“between CﬁT change scores, CRT pre-scores,
pre-scores on the 6OIN test (see Cﬁapterla), and reading achieve-
ment scores were computed for the samples of project and control |
pupils; statistical tests of th; null hypothesis.or.“no ditteredce“
between project and control correlations (rp -r, = 6) woré applied.
Forﬁats -
Of interest to the research staff was whether the two formats employed
in the CRT test measure the seme kind of dbilities and vhether change in
per;ormance is related to format. In order to investigate this question
the vafiﬁus.anglyses of varianée mentioned above were carried out separately
for Format ¢ items combined, Format IT items combined, &nd f:;r the total test.
In addition, intercorrelations among pre- and change scores for'?grmnt 1 an&

Format II were computéd and tested for statiétical significance.

3ﬂatt P. X., and C. C. North, 'Jobs and Occupations: A Popular Evalua-
tion," Opinion News, September l,.l9h7
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RESULTS

. Performance; project versus control
The anaiysia of covariance for project and control po;t-perrpfmance
" on the CRT test is summarized in Figure 12-1. No significant F-values are
fQund for main or complex'interaction effects. A seﬁgrate computation for
simple interaction effects within each reading level not included in this

figure ylelded no statistically significant values.
> -

Figure 12-1

SUMMARY OF TWO-WAY ANALYSES OF COVARIANCE, POST-PERFORMANCE ON CRT
TOTAL TEST, PRE-CRT SCORES AND READING ACHIEVEMERT SCORES AS COVARIATES

Degrées of Sums of Mean F#
Source df variation freedom squares squares | values
Between treatments 1 17.41 7.4 81 .
Among reading levels. 2 ‘ 58.57 29.29 1.35 -
Treatment levels <
reading 2 4,20 2.10 .10
Error - 250 5403.26 21.61

*None of the obtained F-values are significant at P > .05,

Analyses of covariance carried out separately for Format I items and
_Foimat II item: also reveal no significant F-values for main effects for
either: treatment or,reading'levels, and none for complex interaction effects.

Separate oue-way analyses for treatment effects within each reading level

revealed no slgnificant F-values for Format I post-performance. The results
for separate one-way analyses within each reading level for Format 1I appear
in Figure 12-2. Significanﬁ effects in favor of project pupils were observed

at Reading Levels 1 and 3.

-




Figure 12.-2

234

RESULTS FOR ONE-WAY ANALYSIS OF COVARIANCE FOR TREATMENT EFFECTS
WITHIN EACH OF THREE READING LEVELS, FORMAThII, SRT POST-PERFORMANCE

Adjustéd = ° Adjusted Degrees
Reading project control of Associated
level mean mean freedon F-values
\ 3
1l 6.32 4.82 1.82 8.43%
2 . 4.96 { L.62 1.82 432

o *Statistically significant at p.> .05. , —-

r'd
Non-cognitive variables ‘

~

All intercorrelations among CRT change scores and scores on instruments

-
7

designed to measure non-cognitive variables are given in Appendix G. Of the
186 correlations computed (93 for males, 93 for females) only the ones
appearing in Figure 12-3 below are those for which the null hypothesis of
"zero cofrelation" (r = 0) can be Telected at p > .05. None of the 15
significant correlations is large, and the tonfigurations for boys #nd girls
"are quite dissimilar.

Two of the:afeas in which there were positive significant correlations .
for boys ("sense of well-being" and "intellectual efficienéy") are associqtea
in the Manual for the California Psychological Inventory (CPI) with the

" tendency to be seen, among other thingéﬂ as alert, versatile, and active;
a third area ("communality") is associated with the appearance of such
characteristics as dependability, reliabiliiy, honesty, and tact. The negative
correlation on the "variety" scale of the Gordon Personal Values Survey is
connected, according to the Manual for that inét ument, with not valuing

such items as doing new ani different things, having a variety oi experiences,

ERIC <7
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Figure 12-3

STATISTICALLY SIGNIFICANT* CORRELATIONS BETWEEN CRT CHANGE SCORES AND
SCORES FOR NON-COGNITIVE VARIABLES; 124 MALES AND 121 FEMALE ACSP STUDENTS
, . -

. Californie Psychologic Gordon Survey
Inventory I : | “‘Personal values '.Interpersonal valugq 3
Scale . Correl.| Scale Correl. | Scefle Correl. v
[ : o "
' Format I - | - - ' - - e
Format II - ' - | Variety -.189 |

Total test | Sense of - | . I
well-being 219

Conmunelity .208

Intellectual
efficiency 196

L}

. A )
Female
.Format I Self-accep~
tance -.242 Achievement -.183 Conformity .238
| Selt-contrel  .205 Leadership  -.205
Good impres- - ‘
, sion .197 )
Format II - - Achievement -.183° - ' -
Total test | Dominance -.199 Achievement +.246 | Leadership  -.243
Self-accep- : ' ’
tance | -.209 .-
| 5o "
- “Nulllhypothj7;s of "uero correlation" (r = 0) rejected at p > .0S.

-

4/1.
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traveling a great deal, going to strange and unusual places, and experiencing
an element of danger. ' Ty

Accordipg to the appropriate Manuals the configuration of significant

positive and negative correlations for girls corresponds to # somewhat

different set” of characteristieca. Several for the CPI are associated with

tendencies to be seen as slow in thought and action, self-abasing and lacking

' {in self-confidence; others with being patient and deliberate, peréistent,

sociable and concerned with making & good impression. With respect to the
e L 3
Gordon Surveys the significant correlations corresponds to such items as

valuing "vhat is socially correct", 'following regulations closely...being

.a conformist", but not valuing being in a position of leadership, authority

and pdwer, working on difficult jobs, and "having & challenging Job to
tackle". In this case the CPI and Gordon results appear to présent a‘fairly
consistent pattern: concern for recognition from others coupled with &
somewhat poor seif—image and tendencies to work slowly yet ‘deliberately.
§E§. . '
Correlatioﬁs between CRT change scores and SES index (see Appendix G)
are quite small (ranging from -.07 to .142) and none are statistic@lly°
aignificant, |

Initial capgy}lities

Correlations amoné CRT change scores and the initlal capebilities of
pupils as measured by CRT and COIN pre-scores and reading achievement scores
appear in Figure 12~-4, The values appear in pairs with the left-hand member
of each pair representing the correlation for project pupils, and the right=-

t

hand member, the correlation for control pupils. No significant differences
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between prQQect and control pupils were found. 1In the haig, correlations

vere qu%te lov. It appears that the effect of the course on CRT scores

~

i .
was not dependent on students' reading achievement or initial capabilities

as measured by the CRT and COIN pre-tests.

—— '

Figure 12-k

' CORRELATIONS BETWEEN CRT CHANCE SCORES AND INITIAL PUPIL CAPABILITIES AS |
MEASURED BY CRT AND COIN PRE-SCORES AND REA.ING ACHIEVEMENT FOR 110 PROJECT, |
‘PUPILS (P) AND TO CONTROL PUPILS (C) |

Concept recognition test chang¥ scores®

Test P/C Format I . P/C Format II - P/C Total test

Pre-CRT test - ‘
Fom&t I . -032/"'032 ’ B 0204015 V -olh/"oaa

Formst II |  .07/-.01  ° =18/~ Y -.06/.06

Total test -.18/-.21 | .06/-.02 3 ~.12/=.17
Pre-COIN test i

Part I .09/.18 : .15/,07 - "~ ".06/.18

Part I .05/-.0k . .08/.12 .08/.03

Total test |  .09/.09 3.1 L a2

Reading ’ .00/.15 . .00/.11 ©,00/.16

#No significant differences between correlations for project (P) and control
(c) ot p > .05,

Format I versus Format 11

V The analyses of variancg for Formats I and Il were summarized above.
Figure 12-5 ahows thé.intercorrelations for Formats I and II for both pre-
and change scores. It is noteworthy that though the correlation between
Formats I and II-on the pre-test (.10) is relatively high and statistically

significant, the amount of change for either Format does not appear to be

gtatistically related to the amount of change for the other (-.072).

23[}(\
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Figure 12-5 o C

INTERCORRELATIONS CHANGE AND PRE-SCORES, FORMATS I AND II, CRT TEST 110
PROJECT  PUPILS = . ‘

l Pre-scores ' Change' scores
.Format 1 - Format II Format I Format II
Pre-scores. . '
Format I 1.00
Format II 60% /1.00
+  Change scores : .
} Fomt I . ’ -032* 007 R . 1000
Format II o .20% - -,18 - .02 1.00 °

7

#Rejection of null hypothesis of "zero correlation" (r = 0) at p > .05.

v

. SUMMARY OF RESULTS

The various anaxyses carried out in relation to the CRT instrument

P Ve M /

show that, though there are "gimple" interaction effects in favor of project
stﬁdents at.Reading Levels 1 and 3 for Format II, there is no consistent

evidence of over-all CRT test gains made by project students as a result of

o

. \
‘course influences. There is no evidence that performance was affected by

. reading ability, socio~economic status, or initial capabilities (as measured

by the pre-CRT and COiN tests). The evidence of differential -performance

by pupils exhibitirg differing patterns of perszonulity variables and valués
orientationsi(aé.measured by the CPI and Gordon instruments) ié scant. |
Thé;e is some suggestion of relationship between the magnitude of CRT change~
scores and such qualities as.alertness.agd dependability for boys, and for
girls a lack of Svlf-confidencé and & concern for conformity and social -
correctness coupled with deliberateness in action. However, the evidence

for such relati_.ships is neither consistent nox exteusive.

o

iy
-
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vhich one of the presented items is {or i8 not) an example of the named

selection in Format II, the studént'need know only one of the defining '

attributes of the named conceptual class and conneét the appropriate name

239

The difference in the correlation between Format I and Format II for

pre-gcores (r = .62) and change-scorea (r = .09) suggests that the two
formats measure related, and possibly overlapping, yet dié}krent sets or

capabilities. Format I presents the pupil with the name of "conceptual

v

class of phenomena (such as- "technology") and requires the pupil to select

1}

class or an attribute of the named class. Format II, in contrast, describes
a phenomenon and requires the student to select the ?me concept name from

those presented wh1ch is most approbriatc for the described situation or

1

phenomenon. It is conceivdble that in order to make & proper or correct

T

vith it; vhereaé for Format I items, in order to meke a proper choice, thc

studenp\?ay~need to know several or all of the attributes which together
define the named conceptual class. If this is indeed the ca.e, a.number

of implications follow:

(a) A largér semple f Format II items\(they now constitute 10 out
of the 30 CRT test questions) might have produced significant
main treatment effects for Formet II and for the Total Test.

(b) The significant interaction effects in favor of project pupils

®,

at Reading Levels 1 and 3 for Format IT constitute positive evi-

dence of course influences on the learning of some of the attributes
of the most inclusive concepts appearing in Patterns. - -
. A A A I

(¢) The absence of parallel significant effects for Format I constitutes

evidence that project students did not learn tu identify sufficient

combinations of defining attributes of abstract categories to per-~

form significantly better than control students.

259
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Chapter 13 V ' o \
. 6 3 -
PROCESSING SOCIAL DATA : .

"

The importance of the Teécﬁiqg'Plan of Patterns of Human Eistory

to understanding the instructional objectives of the course and recogniz-

ing the manner in which the currrculum designers intended the varied .

student materials to be used cannot be overstressed. It is patently cleaf' ¢

L4

from the Plan thatmstu&entsuare~§o-accomplish—somathinggother”than_th§

memorization of a-series of concept definitions and strings of information’
about the field of anthropology and what anthropologists do. They are to
leern to gpggx_ide;s froﬁ the discipline'of snthropology (among other s&cial
disciplines) to social realitiés, to learn to analyégﬂbociai data of various
forms, producing in the prbceaﬁwhat for the student will be new knowlgdge
based on adequate analysis.l Furtﬁermo:e, they are to leafn thése capabili-
ties in a particular'fashion, characterized by'the phrase "gqidedlinquiry",
in which the most characteristic role of the student is-that of "processor"
~ and the most charactefistié role of the teacher is that of "guider".

A major portion of the ACSP-FP cognitive resegrch cénnected with Patterns
was predicated on the assumption that the tninking components of adequate
gsocial data processing can be divided into two fundamental yet related

. categories: .intellectual operations and the internal %epresentations of
reality whié% are manipulated in the performance of these operaﬁions. As &

result, the investigation of the cognitive impact of Patterns included

1

240
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(a) & study of changes in the number of highly inclusive, course-related
concepts possessed by students\(reported in the preceding chapter), and

(b) an examination of.changes in student ability to carry out one kind of

icomplgx intellectual task appeh;;ng,frequentxyin recommended lessons:' _‘a‘,
Thié task éan be described as "the contrasting of‘inferences.dbout two
' sogieties drawn from samples of mgierial or non-material culture of these
o societies"; It waa'studiedlﬁhrqugh the use of the Contrast/Infer Test (COIN). ,
The'tésk‘in question tekes basically the same form no matter VPich
P societies and what type of "data" are involved: (;) some visual, aural,
or written dftiféct or artifacts are presented to tae student; (b) the
student is asked to draw inferences fromAthe presented items about the
society in which they were produced; (c¢) the student is asked to contrast
the inferred aspects of the society inAquestion with those of a previ%yslx
studied qocietyé The bribr inferences have been genfrated through the

examination and processing of' a different set of presented data. Figure

o & 13-1 presents a scliematic representﬁtion of fhe task under discussion.

Figure 13-1

SCHEMATIC RE?RESENTATION OF - CONTRAST/INFER TASK

2

Draw inferences Contrast Draw inferences

sbout society A . differences about society B
Examine data Exemine data .
Array A Array B

h Previous research in social studies and social science education

regarding complex performances like the one investigated here is extremely

meager. A number of studies in both gcience and mathematics instruction
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have established that the attainment of higher order objectives, involving
for instance, the application of abstract principles to the solving of novel
‘problems, depends on the prior learning of the concepts related by the

principles, of multiple-discriminations underlying the learning of the

-concepts, and even simpler kin&s of learning underlying the ability to
make multiple discrimi;ations. Further, the student appears to a}sp need a
~ generel stfatggy for proceeding, for ckoosing;appropriate operations to
)
perforn in doiné the task and for sequencing these operations.
- Colemahl, in the first extension of the notion of hierarchically
arranged pognitive skills into the field éf social sciences education,
investigated sub-processes mesumed to underlie the successful comparison
« of two countries' exports by students. Hef findings parallel those of
‘expérimeptal studies in other school subqects:2 the ability to perform

the final task in question vas dePendent‘upon the prior acquisition of the

;
ability.to perform all simplgr requisite tasks.
The Contrast/Infer Test (COIN) was désigﬁed to assess student ability -

to carry'dut the task outlined earlier and represented in Figure 13-1. Its

original form was proupted by the hierarchy-of-skills studies peffbrmed in

social studies by Coleman and by others inother school su'bJects.3 It was

lColema.n, L. I., "A Study of the Acquisition of the Intellectual Skill
Comparing in the Area of Social Science," Ed.D. dissertation, University -
of California, Berkeley, 1969. >

/ 2See in this connection summaries of hierarchical learning studies in
Gagné, R. M., and W. D. Rohwer, Jr., "Instructional Psychology" in Annual
Review of Psychology, Vol. 20." 1969.

¢ 3Gagné, R. M., Basic Studies of Learning Hierarchies in School Subjécts, .
Final Report Project No. 6-2949, U.S. Department of Health, Education, and
Welfare, Office of Education, Berkeley, California, 1970.
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initially designed to investigate not only the attainment of the terminal
performance of contrasting inferences dboutféocieties, but'alag to assess
the effect of course experiences on an hypothesized hierarchy of underlying
requiaite’skilla. Due to ﬁnroreseen problems in the total teating program, °
large portions of the COIN test were eliminated when it was administered
in its post form at the end of May 1970. In view of the almost ‘complete

e | absence of carefully planned experimental atuaies on higher order data=~
processing skills in social studies, it is pPrticularly unfortunate that -
the signficant'COIN-gainsereportedeinwthis c?apter for project students
eannet be compared with their performance on!auch skills as recognizing“
similarlties and differences among two presented items, the ability to
generate operational definitions, and the‘ability to generate categories
for contrasting such things as the physical attributes of artifacts.

The final form of the COIN post-test appears in Appendix D. It has

two major parts. In both, the pupil is asked to examine data from two
societies, draw inferences sbout the societies, and contraat the inferred

N C characteristics. For each contrast, a required dimension for comparisOn

o B is explicitly indicated. For instance, for one‘item in Part I the student
is aeked whether the two societies in questiLn differ in the way they obtain
their food, and, if so, to deseribe the differénce. Similarly, for one
iten in ﬁhrt II the pupil is asked to tell ways in which the social positions
in onecn‘tﬁe societies differ from the social positions in the other. The
two societies referred to in Part I are not the same societies referred to
in Part II.

A major difference between the two parts of the test is in the nature

of the data Lresented. In Part I, the student is presented with two sets of

«

¥
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' drawings, each drawing showing a stone, bone, or wood artifact made in a
prehistoric society. Part IImresents the student with written descriptions
_of two incidents, each incident having occurred in a different society.

4 Thc pre- and post-forms of Part I of the COIN test are identical.

In all the ACSP-RP classes one of the two societies represented vas
studied in detail some time during.the spring‘of\1970'semester. The society
was & small prehistoric food-producing community called "Jarmo". As far as
anthropologists can now determine, Jarmo wvas one of the first rood-producing
communities in the world. Though the word "Jarmo" does_not appear anywhere
in the COIN test, and though the black and white drawings used in the test
differ to & certain extent grom color photographs of the same artifacts
examined in Pstterns, it wss:expected that turing the post-test project.
students would recoénize the artifacts as coming from Jarmo and use the e
bne would anticipate that project gyoup performance on this portion of '
the COIN instrument would be significantly better than the oerformance of
control students, despite\the fect that the other soclety represented in
Part, I would be equally a8 unknown to both groups of students.

The post-form of Part TI of the COIN test includes two written incidents
neither of which wvere Btuuied in any way during the course of Patterns in
the spring of 1970. Pre- a:d post-forms are not identical since the pre-form
contained a written incident subsequently studied by project students during
the course itself% This situation precluded the correlation of Part II with

non-cognitive variables which would have psrslleled procedures used with CRT

test results (reported in the - preceding chapter) However, it did prouide

Q | 257
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& means for comparing project and ;pntrol pg;formance with two sets of |
data (two storics in thic case) notpstudied in class by either group.

Thus, the compar.son of results for Parts I and II of the COIN teaéxcan
suggest fhe degree to which skill learning was ﬁpund to the specific content

; of the course. ' e
L 4
/

DESIGN

Covariate analysis

The COIN instrument was administered during +he second week of February
1970, and during theﬂiast week of ﬁay 1970 to a representative sanple of
project and éontrol students. The sample was drawn from those "iool"
classes for which scores on the Re;ding g:ction oﬁ the Comprehensive &est.
of Basic’Skills; Form QY, werehavailable.u To minimige the possibie‘erféctsr
of differences in initial capabilities on post-results, a covariate deéign '
of analyses of post-scores was. employed in which both reading achievement ‘
scoresland pre=COIN test-scores ‘were covariages. The analysis was gerformed
separgtely for Part I and Part II, and involved, in each case, & two¥way
design in which type of treatment (project and gentrol) and reading achieve-
ment level were tﬁe investigated variables. In each case, the enalysis
was cgnfigéd to those students for Qhom therr were pre- and post-COIN scores
for the pert in guestfon and a reading acﬁievement score.,

‘L . For these analyses, veriasnce among four levels of reading achievement

were exemined, the levels gorresponding in rough fashion to designations of

"pigh'" (level 1), "high average" (level 2), "low average" (level 3), and
}

uSee Part I, Chapter 2 for the procedures employed in the selection
of project and control "pool" classes.

o | 23y




2Lé

~ "velow averagef (l1evel L) with respect to national performence norms.

. _ | \
The statistical analyses were performed at the University of Caltfornia,

'pankeley Computer Center with a prugram that equalizes cell sizes by

. random exclusion of subjects from‘over-represénted cells. “~

Results of the anaiyses were examined for evidence of significant
; . ] -
"main effects", and "complex" interaction effects, as yell as "’imple"

b /
., treatment effects within each reading level.s, /

i .~ Intercorrelations , -

/

To investigate the potential influence of othe# known variables these

\ [
*procedures were followed: ‘ /'
N .

(a) Intercorrelatlons between Part I COIN ¢ Q ge scores and scores -
on non—cognitive instruments were compqéed for a renresentativn

gsample of project classes, and statistical tests of the null

e}

hypothesis of "zero correlation" (r. 1/0) applied for all students

in these classes for whom the data w#re available. The non=-
| !
cognitive instruments were: ' -/'

»

. (1) The California Psychological invégtofy (18 scales)

. /
' . (2) The Gq;&on Values Survey, Peysonal (6 scales)

and . Interpersonsl Forms (6 abalea) ‘ | ;

i

b

(3) A socio-economic inventory iadapted from North and'HattG
(b) 'Intercorrelations between EartII CbIN.change scores, COIN pre-

scores for Parts T and II, pre-scores on the CRT test (see Chapter 2),

5See Marascuilo and Levin (op.cit.) for a discussion of the distinction.
between "complex" interaction effects referring to variance over all cells,
and "simple" reffects referring in this case tovariance between treatments
at each readlqg level,

6Hatt P. K. and C., C. North, "Jobs and Occupations: A Popular Evalua-
tion," Opinlon News, September 1, l9h7
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and reading achievement scores ﬁeré computed for a representative
sample of project and control classes and statistical tests of
the null hypothesis of "no difference" between project and control

correlations (r§ -r, = 0) were applied.

Test differences

Of interest to the research gtnff was whether the two parts of the

COIN test measure different capabilities, and’ whether *he CRT and COIN

ingtruments measure the sanme entities. Interéorrelation among pre-test
scores for both formats end total for‘CRT and both parts of COIN were
computed; as well & ntercorreaations among change scores for both formats
and totsl for CRT, and\Part I of COIN. Jtatistical tests of the null Hypo-

thesis of "zero correladion' (r = 0) were applied.

RESULTS

Performance, Part I

lThe analysis of variance for project and control posi-performances
on Part I of COIN is summarized in Table 13-1. A significant F-value in

favor'of project treatment was obtained for treatment effects. F~values

associated with the effect of reading levels, and complex iﬁteraction effects

Table 13-1

SUMMARY OF TWG-WAY ANALYSES OF COVARIANCE, POST-PERFORMANCE ON PART I OF
COIN , PRE-SCORES AND READING ACHIEVEMENT SCORES AS COVARIATES

Source of variation Degrees of freedom Sums of squares Mean-gauares F-values

Between treatments 1 78.59 78.59 3.37*
Among reeding levels 3 ' 2l b1 8.14 .35
Treatment x reading

Levels 3 100.84 33.61 1.4k
Error 118 2751 .69 23.32

#Statistically significant at p > .05.

“ 60




. between treatmerts and reéding'levels were not significant. ' Separate /
computations)for simple treatment effects within each reading level not
included in Table 13-1 yielded no statistically significant values.

Performance, Part II o “ , ; | )

The‘anaxyses of variance for project and control post-performance
in Part II of COIN is summarized in Table 13-2.- A significant F-value
in favor of project treatment was cbtalned for treatment effeéts. F-values
associated with the effect of reading levels, and complex interaction effects
between treatments and reading levels were not significant. Separate com-
pilations for simple treatméht effects within each reading level not

included in Table 13-2.also yielded no significant values.

Table 13-2

SUMMARY OF TWO-WAY ANALYSIS OF COVARIANCE, POST-PERFORMANCE ON PART II. .
OF COIN, PRE-SCORES AND READING ACHIEVEMENT SCORES AS COVARIATES

Source of variation |[Degrees of freedom Sums of squares Mean squareé F-values
Between treatments 1 42.31 42,31 6.03%
Among reading levels 3 15.74 5.25 .75
Treatment x reading

levels 3 15.79 5.26 .15
Error "0 491.28 7.02

#Statistically significant at p > .05,

Non-cognitive variables

All intercorrelations among Part I change scores and scores on instru-
ments designed to measure non-cognitive variables are given in Appendix G.
" Those for which the null hypotheses of "zero correlation" can be rejected

et p >.05 appear in Table 13-3. The configuration of these significant
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correlations is dissimilar for the two sexes and somewhat contradigtory
for the boys. Several of the' CPI correlations for boys, according to the
teéting Manuel for ‘that instrument, are associated with the appes.nce of
being "deliberate", "restrained", "calm", "steady"; others with being
"{aformal”, "quick", "clear-thinking", "enterprising”, "energetic", and
"productive". The two significant correlations with Gordon Personal Values
scales are asﬁociated in the Gordon Testing Manual with valuing the full
use of one's possessions, getting one's ﬁmoney‘s worth"; and with not
valuing a well-organized, systematic, approach to work.

CPI correlations for girls are_hssociated with such qualities as being
"honest", "sincere", "conforming", "caufious", "self—deﬁying", "dependable",
and "anxious". The Gordon values scales for significant ccrreiations are
indicative of valuing recognition from others, and not valuing freedom
to make one's cwn decisions or having authority over éthers. ‘These charac=~
teristics appear to present ﬁ more.consistent composite than those related
to the significant correlations for boys. There 1s some similarify here
to the composite for girls associated with change scores on the CRT instuu-
ment (see the preceding chapter). Nonetheless, the evidence is spotty and
the correlations, though statistically significant, are low.

The difference in correlations with SES for males and females in
Teble 13-4 is noteworthy, especially since one is positive ;nd one negative,
and the difference between them is statigtically significant. The possible
interaction between sex and socio-economic status would appear to warrant

further investigatioﬂ in any future ACSP studies.
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Table 13-4

€

STATISTICALLY SIGNIFICANT* CORRELATIONS BEWTEEN COIN PART I CHANGE SCORES )
AND SCORES FOR NON-COGNITIVE‘VARIABLES; 49 MALE AND L4 FEMALE ACSP STUDENTS

BES California Psychol- .
"Corre- | ogical Inventory Gordon Survey —
| lation Corre- |. Personal values Interpersonal values
Scale . lation | Scale correlation Scale correlation
Male® .324 | Social Practical .
' . | presence -.235 | mindedness .219 '
Sense of
wvell-being .210 | Orderliness-.220
Socializa- ' .
tion 311
Self-control .31
Tolerance .221 -
Female"* | -.246 | Socialize- , Recognition .2k7
" a tion .256 , Y
' Communality .28k ‘ Independence=-.219
Achievement Leadership =-.264
via independ-
, | ence -, 264" e
#Null “Wypothesis of "zero correlation” (r = 0) rejected at p > .05. -

##The null hypothesis of "no difference" between correlations for male and
temale (r, =~ r, ™ 0) can be rejected at p > .05.

N
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Initial capabilities

Correlations of CRT Part I change scores’for éxperimental and control

given in Table 13-5.

Table 13-~5

CORRELATIONS BETWEEN CHANGE SCORES ON COIN PART I AND PRE-TEST CAPABILITIES
AS MEASURED BY CRT, COIN, AND READING ACHIEVEMENT, REPRESENTATIVE SAMPLES
OF PROJECT AND CONTROL STUDENTS 7

COIN Part. I change scores | . . s
. Instrument Project sample. Control sample Difference
(N = 110) (N = T0)

CRT pre-test “
Format I -.08 .15 .25
Format IX Ol , .25% . .21
TOt&l -003 023* " ' 026
COIN pre-test
Part I © -, 38% -.60% _ .22
P&r‘b II i - Ol . 37“ \ . 38*
Reading
achievement -.09 ~-.06 , .03 A

#ctatistically significant at p > .05.

The date in Table 13-5 suggest that post-test performance is affected by

pre-~test capabilities for students not taking the ACSP course; that is,

the amount of change from pre- to post-test is positively related to initial
: . '}

bRT scores and COIN Part II scores, and negatively related to initial COIN
Part I performance. In contrast, the correlations for praject pupils are

quite low and not significant except for the one between COIN Part I change
€

éf(ij
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score and pre-scorcs The effect of the course appears to have bden that of
) 1 | :

depressing or minimizing the influence of pre-course capdbilities\ This is

especially apparent in regard to the correlation with initial COIN Part II
parformance vheré the difference between project and control values (.38) .
is statistically significant. '

Frém the low correlations in Tdbie 1375,.there would appear to be no
relatioéship‘between change in COIN Part i p;%formance and rea&ing abiiity._

COIN versus CRT

3

Tables 13W6 and 13-Tresent correlations between scores on ‘the COIN '
and CRT instruments for a representative sample of project pupils. As ‘
exﬁlained earlier in this chapter the pre- and post-forms of Part I of the

COIN test we:b'identical, whereas considerable change was made in the post-

- form for Part II. Censequently, change scores (the difference between pre-

and post-performance) were not computed for Part II and corresponding
correlations wfth CRT change-results do not appear in Table 13-T.

It would appear from the the statistically significant correlations

- between pre-scores that ﬁhe CRT and COIN instruments measure capabilitlies

rgiated 10 each other in ggmé>fashion; fhe low correlations for change-
scores, however, indicate that, at least for Part I of'COIN, the relationship
is;ggﬁ one of causal interdependence since changes in performance on one |
test do ot apparently produce corresponding performance changes on the

other. On the basis of other data reported in this and the preceding chapter,
the course haé apparently hed its greatest impact én the kinds of data-
processing capabiiities measured by the COIN instrument in contrast to the
learuing of abstract conceptual categories measured by the CRT instrument.

It can reasonsbly be concluded from these considerations that increases in

2 5
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Table 13-6 . )

CORRELATIONS BETQEEN PRE-SCORES ON CRT AND COIN INSTRUMENTS FOR A REPRE-
SENTATIVE SAMPLE OF 110 PROJECT PUPILS* '

Ko .
CRT scores | COIN scores !
© Part I ~Par. 1I
. Format I . .58 .59
Format II N .51
Total .60 ' .69

#Null hypothesis of zero correlation (r -:0) rejected
for all presented correlations at p > .05.

Table 13-7

CORRELATIONS BETWEEN CHANGE-SCORES ON CRT AND COIN INSTRUMENTS“FOR A REPRE-
SENTATIVE SAMPLE OF 110 PROJECT PUPILS*

”

CRT scores COIN scores
Part I
' Format I -,08
Format II .0k
Tota-l "003

¥Null hypothesis of zero correletion (r = 0) not
rejected at p > .05 for eny presented values.,

Q 2 0 p
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course-related incellectual skills can occur without changes in the number

of highly abstract course-related concepts possessed by pupils.

SUMMARY OF RESULTS T .- .
_ The various analyses qa; jed out in relation to thq COIN instriment
;how consistent evidence that\ACSP course eperiences resulted in signifi- | :
cant changes in pupils"data-processing capdbilitiea; specifically in their ‘\'
ability to draw inferences about societies f;bﬁ'an examination of (a) drawings

oé prehistoric artifacts and (b) written anecdoteg 1hvolving the Violatioﬂx

of social role expectations; and in their ability to contrast the inferences

" derived. Portions of the data support the conclusim that these changes

are not totally "course-specific” but transfer to the analysis of new datsa

. and previously unstudied socleties. The extent of transfer to radically

different contexts, h¢ ever, was not investigated. Hopefully, further
ACSP research will determine the degree to which skills developed by the
experiences in Patterns can be applied by students in the. analysis of such

things as artifacts produced in industrialized socleties, desériptions of
} .

'sceisl events in which role violations do not occur, and the directly 3

observed behavior of groups in their own schools and neighborhood.

The impact of the course on data-processing skills does not appear t6
depend upon reading abillity or pre-course intellectual capabilities as
measured by the CRT and COIN instruments. In fact, the analyses of correla=-
tins of COIN scores with pre-data suggests that experliences in Patterns
reduced the influence of initisl skills on the ability to process social
data of the type presented. The absence of interaction effects coupled

with significant main treatment effects in the analyses of variance presented

207
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'7in this chapter further supports the inference that student changes in

nualysis skills were;not confined to the "more cipable" students taking

the course but were widespread with respect to\pre-course abilities. This
isxen extremely important conclusion in light ¢of the course designerq"
desires to produce a curriculum-which could be used effectively with the
majority of Anerica.n hi-gh chool students. With respect to these interests,
the statistically signifioant difference in‘cprreia;ions vetween COIN
change scores and SES index for males and females, warrants further investi-
gation to determine poasible course effects arising from interactions 1
among sex, socio-economic background,and course experiences. The differenp
patterns of correlations of COIN results with non-cognitive variables for
males’ and females, though rather "weak" when viewed in isolemion. supports
the advisebility of further investigation of sex differences vher. seen along
with the SES data. ‘

Finally, the data from the COIN and CRT instruments suggest that
significant improvement in data-processing skills -of the type Xnvestigated
can occur without corresponding widespread increases in the number of highly:
inclusive, course-related conceptual categories posaessed.by students. It
would appear that extensive change in either ares is neither a prerequisite
for nor & necessary conseguence of significant changé‘in the other area.
However, data from the ‘aralysis of CRT results, reported inN%he preceding
chapter, suggest limitations to the: interpretation of the apparent lack of
relationsaip between data-processing skills and knowledge of highly inclnsive

conceptual categories. These 1imitations are discussed in the final chapter

of this section of the reporxt.

?.liy
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Chapter 1k

: , IDENTIFYING STATUS POSITIONS

One instructional objective for Tapic Twof’Part I of.Pétterns vas
examinbd in considerable depfh.._It is'aasociaxed with & éequence of 1essonl'
which had not previously been field tested in, classrooms. The sequence is
designed to teach students the concept of "status" and how 1o ideﬁtity
statuses in social contests. 'Laxer'in the course, for example, during the .
© . study of the Mouti, of Sumer, and of Vicos, students are presented with
a variety of contextual data and asked to identify the statuses in the lociety

rrqm which these data derive,

‘ ANALYiING THE INSTRUCTION OBJECTIVE
Designing a\procedure for investigating the learning cbjective in )
question was begun by breaking the process of status identification into a
series of highly discrete steps a sfudent would have to carry out in order
| to gorrectly identify all the statuses in Mbuti society from the various
date supplied to students during Topic Three, Part I of Patterns. These
— ' efforts revealed the selected obJectivo to bve one for which the student
must identify groups of people meeting hlghly abstract criteria: every
group nemed must-be one for which others in the society hold particular
expectations regarding the actions of members of that grouﬁ.
’ The'many disgretc steps gresumably underlying successful completion /

of the task were seen to cluster into "chains" of capabilities. In order to

' correctly identify status positions the student appsrently must be able to:
256
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(1) Distinguish among distinct patterns of behavior and idéntiny
.them with appropriate and distinctive labels; e.g., "stringing
nets", "building huts", mgatherins nuts“.

(2) J;dge'whexher instances of describgﬁ behavior constitute evidence
;or "exp;ctutions“ regarding someone else's actions; in otyer wo;ds.
| recognize Soth ﬁvert and covert sanctio;a in déadriptive contexts. )

(3) Distinguish among distinct groups and identify them with aﬁpro—
priate and distinctive labels; e.g., "men", "story-teller", "youths".

(4) Determine ta which groups sets of expected behavior apply.

(5) Combine g?oups for whom idéntical expéctations”apply. @%

(6) Reconcile and integrate data from sevérallaources. o

(7) Link the term "status" to the appropriate operations. .

- .
Figure 1i-1 represents the general relationships presume¢ to exist among

' the clusters. Each box in the figure represents one of the clusters.

14

Figure 14-1

PRESUMED RELATTONSHIPS AMONG CAPABILITY "CHAINS" REQUISITE TO IDENTIFYING
STATUSES FROM DESCRIPTIVE DATA

FINAL TASK
Identifying statuses from
descriptive dats o
‘ e— : ’
T.Link term "status” to 5,Combine group with | |6.Reconcile and integrate
appropriate operations | - | igentical expectations deta from several sources
B

4.Identify groups for whom
expectat ions apply

-

r- = : 1
3.Distinguish end name , : 2.Recognize sanctioning
distinct groups ' behavior
[ : I

A

1.Distinguish and name
distinct patterns of

Oxa

”
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In reletion to Figure 1k-1, it 13 presumed that the ability to carry out
any "higher cluster depends on prior acquisition of ability to perform
all clusters below and connected to it. Thus successful performance of

\

cluster 3 is presumed to depend on the ability to perform humber l; success~-

4
)

ful performance of 5 dependent on the ability to perforﬁ numbers 4, 3, 2,

and so on., Though it is not apparent from Figure li-l, each of the seven

Voo . ' .

N clusters represented has its own internal structure of "chained" sub-capabilities. -
3 4 y ’

[,
-

~ TEST CONSTRUCTION J
The procedures indicated above follow these recommended by Gagﬂé&‘and
used in a series of recent studies on hierarchical ieerning. Following

Gagné's general model, the impact of the course on the fe?pinal objedtive

(identifying statuses) and on unde;;xigg_cepabilities'should be measuredll_
vDate thus praduced gives not_only.a plcture of whether o; not the lesson
seguence in question’was successfullin'meetiné its objectives, bqt also
allows fer a mapping of requis;te'capabilities for students wifh whom the

. lesson sequence wes unsuccessful Theee latter pattehns can be effectively
used in revising, extending, or elaboruting the lesson sequence for subsequent
use, fathey define intellectual tasks unsuccessful students must be taught
to perform before they can identify statuses.

An elaborate trial test was ﬁdministered individually to twelve tentﬁ-
grade students at & high school not included in the basic ACSP ~RP research plan.
The test included separate items referring to the’Final Tagk and clusters
appearing in Figure 14-1, as well as toas number of sub-capubilities within

clusters. The trial test was then revised into a pre-test for group adminigs-

tration.

lGagné K. M., "Curriculum Research snd the Promotion of Learning,"
Perspectives of Curriculum Evaluation (Chicago: Rand-McNally, 1967). ;

Q RV ~
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Various eleménts of the trialrtest were revised into a pre~test for

L

geoup use. This pre-test was administered to randomly selected sroups °€

o both project and control clasges in February 1970 just prior to the study ’
| of the topic of "status" by project classea., The pre-test proved\to be
confusing to many students and apparently intimidating to some wi; felt

they were incapable of doing any segment of it aueceasrully According '.
LEB\many of the teachers, the wording of instructions, vhich posed no problem

in ‘the: individual setting of the trial test, created cons;derdble difficulty

in the group setting, apparently suggestingAerroneous ansvers and procedures"
- in some c;ses. When scored, meny items failed to detect any differences in
parformance for groups known to pos,se:'ssv enormous var%a:bioxh in reading ability..
The .test was extensivelyv;evised and shortened for~purpo?es of gatheri;g,dats. N
The post-test form coﬁtained entirely new deacr;ptive material and consider= ".
ably altered'instructions. In some cases,'Questions were completely elimi=-

L

, sa%ted and new ones added.
AN The Status Identification Test (SIT) post-form (Appendix E) pr@!ents
pupils with three segments of descriptive materia%, each followed by 8 series
of quéations to be answered in sgﬁfences or phrases. The éirst two segnents
describe a "crime" committed ;n 8 Cheyenne hunting party; the third descfibes

some of the p;rticipants in-é tribal battle in central New’Gdinea; Test‘
results were used to asséss pupil's ability to perform nine separate tasks
relating to the ldentificatim of status positions from the evidence in ;he‘
descriptive segments.

Figure 14-2 is a schematic representation of presumed relationships

among the nine tasks appearing in the final SIT instrument. In Figure lh-2;

l“
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the terminal objective of thé ;easbh sequence under study is represcnted
by boxe; T, and T,. Iwotest tasks were needed for this objective--one
" for situativns in which the presented written anecdote!éontained evidence
of negative sanctions ﬁeing applied against a person or perac~s in the
'atofy and one for anecdotes in which no regative sanctions a .dent.
This difference in presented materials accounts for the two "chains™ of
underlying tasks in Figur;.lh-a—-chain ABCFG and chain DEFG. .In essenceg

in order to do Task T.-.succzssfully, it was presumed thatthe student nust
Nl

1
have previously learned to do Tasks A, B, C, F, and G; in order to do T,
‘auccessfully it was presumed the student must have previously learned to

do Tasks D, E, F, and G.

CRITERION MEASURZS

A student's performance for each tusk on the SIT instrument was scored
as either "pass" or Mnot pass" depending on whether it met certain specified
written criteria. A description of eara task together with the criteria
for scoring appears in Appendix F. A1l tests were marked indepencently
by two score?s in accord with the criteria. Any differences were resolved
t*.rough subsequent discussion betweenthe scorers.

Total scores were not coiputed by summing the number of '"pass" responses.
In fact, total scores, as well as all other kinds of analogous measures for
"over-gll" performance, were not computed! Such measures are antithetical
tc the nature of the analysig strategy employed.h The concern here is with

patterns of "pass" and ‘hot pass' performences; that is, configurations of

which items were successfully carried out and which were not.

o —0 Z‘tﬁ
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PROJECT AND CONTROL SAMPLES

From "pools" of classes taking th: a(¥. course and classes at the same
schools teking other tenth-grade world hisvosy offerings, random structured
samples of elghty-two project and eighty-two control students were selected
for inclusion in this portion of the ACSP-RP. Table 1li4=3 summarizes

various information regarding these samples.

Table 14=3 /

COMPARISON OF INFORMATION, PROJECT AND CONTROL GROUPS USED IN ANALYSIS OF SIT

No. of No. of | No.' of pupils Mean raw
Group teachers | schools | Sunnydale Castlemont Total reading score#
Project 6 L L2 Lo 82 53.91
Control 6 L 38 Lh 82 54 .27

#Difference not statistically significant at p > .05.

STATISTICAL ANALYSIS

For each task in the SIT instrument, the ratio of "pass" answers to
nutber of subjects was computed sepafately f2¥~project and control groups.
fearson’s Chi-square (XE) test for stetistical significarce was applied to

the distributions of "pass" and "not pass" responses involved and the result-

. ant statistic was used es an indicator of the significance of the difference

between ratios.

The mean nunber of statuses identified in response to the SIT item
requiring such ldentificatimwas compared for project and contr.l cleasses
through the use of one-way analysis of variance.

Performeiice hetween project and control groups was cumpared by notinn

L re
<75
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the configuration of statistically signif%eanf and non-significant differ~’
ences in perfofmance for each test task and for toéal number of statuses
.identified in response to the SIT item calling fér such ldentifications.
Paitern differences were interpreted as evidence of course effects. Speci-

fic recommendatione for lesson revisions are made in relation to these

13

interpreted effects. “\\ :
- :
Resulte ™

Table 1u-lL presents the results for the nine tasks specifically repre-
. sented in the SIT instrudent. Values for proJect and control groups are,
the percentages for any task, vhere these occur,L}epresent significant "pass,"
no pass" distributions for project and control groups.
Table 14-5 presents the inean number of statuses named by project and
control groups on the SIT item calling for such identification, the diffe?-

ence, and the associated F-value reéulting from the conducted analysis of

variance.
Table 1lk-4 Comparison of Performance for
~ Project and Control Groups on SIT Tasks
o T Difierence Between
’ Percentage of "Pass Responses Project and Control
Project Students Control Students
Task (N = 82) (i - 82) (P -C)
T1 57 52 p)
A 45 27 18#
B g4 83 11*
C 71 51 ‘ 20#
G 85 T 8
Ty 1k 11 . 3
34 26 8
E 28 14 1h#

F 38 32 ' 6

# Statistically significant at P » .05

27!)
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Table 14-5 Number of Status Named
in Retnonse to Appropriate SIT Item

" Difference Associated
Group Mean Between Means F - Value
Project Students  3.66
(N = 82) .91 18.82 *
* \
Control Students
L 2.75 /S

(N - 82)

# Statisticaliy significent at »>.05

Figure 1l4- 5 schematically presents significant and non-51gnif1cant

differencea between project and control groups for each SIT task as these
were presumed to relate to each other. Task H has been included in the
. figure. It represents the comparison of mean number of statuses named

for the SIT item calling for such jdentification.
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Figure 1k=6 .

.SIGNIFICANT AND NON~-SIGNIFICANT DIFFERENCES IN PERFORMANCE
BETWEEN PROJECT AND CONTROL GROUPS FOR SIT TASKS,

. \\ . o | . } Tarminal objective
' \\ - ‘ e J of the lesson sequence

|
[ | } Underlying tesks .. - \\

i

@ = difference between project and control group atntistically-significant at p>.05.

(] = difference between project and control group not statistically significant
at p> .05.

v o
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Discussion of Results

Results given in Figures h 5, and 6 suggest the following interpretations.
a. T&sk T, would appear to be particularly difficult since only 1b

~ and 11 percent of project and control groups, respectively, per-

formed it successfully (see Figure 4). T, requires students to

identify statuses from a context in which no evidence of overt

A

‘ganctioning appears. This may present a special problem with
the tesk at hand, possibly because .it creates the need for deter-

mining peoples' expectations for the behavior of others when no

active evidence of expectation is indigated. The absence of

E

significant difference between project and control performance

. for task Tp suggests that the lesson sequence in question does

-

not provide assistance in overcoming this\]

rticular difficulty.

b. The high pErformance percentages for Task G or both project and
control classes (see Figure L) suggests that it is a relatively
easy task. To be sure, it is one which requires the student to

link the term ngtgtus" to all the groups his is identifying -

* whether or not nis process of identification is valid.

¢. 'The absence of significant performance differences for item T;

l

and To indicates that the lesnon sequence was not success? ui
in accomplishing the cbjectives of the designers (see Figure 6).
Ty and Tp, it wili be recalled, represent the terminal objectives

of the sequence under study.

d. Though the project group did not perform significantly better

with terminal objective Ty, it did go with three of the tasks




(A, B, aﬁd ¢) presumed to unQerly successful attainment of Ty .

The significantly better performance by the project group on

Tasks A, B, and G suggest an explanation for the lack of success
of the lesson sequence: though many project students mgy-have

learned to perform tasks underlying Tl’ they may not have been

__ploying these suo-tasks in carrying out the terminal task (T1).

In other words, though they could do the right steps in isolation,
they were using other procedures to carry out the terminal task.
This interpretation explains an apparent contradiction -~ though

the project group did not perform any better than the cont:ol group
on Task Tl,-it was able to identify a significantly greater gggggg”'
of social positions'than the control group (box H in Figure 6).
In shoré, meny project étudents appeared to have used a "short- ‘
cut" method of identifying social positions which actually
by-passed some of the process of anecdote analysis desired by the
curriculum designers.

Instead of equating "status" with "expected behavior" maﬁy stu-
dents may have linked it to something like "Job" or ¥doing something
not done by other,ﬁ and then searched the narrative data primarily
for evidence of distinctive patterns o* behavior, sucn as "hunting,"

"eooking," "strlnging netSF “"leading," "scouting" and so on. The
’ .
conceptual llnﬁagé "status -- expected behavior," in contrast, would

lead to a search for evidence of sanctions in the passage -- the

actions of "others" in the narrative in response to the actions of

the "actors" in the nerrative.  If this inference is valid, one would

. expect the underlying incomplete strategy to be reflected in-a large

240
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proportion of incorrect student respbnses to the test tasks requiring
a demonstration of the criteria used 1o identify statuses or the'’
eriteris used in jdentifying grbuﬁs expected to act in particular
ways. These are'tasks Tl’ A, To, ;nd D. TFor instence, in responding
to Task B, many students named "womenﬁ as'a group expected to act in
a particular way but substantiated this choice by simply describing.
what women do; e. g., "The women skinned the animals." Similarly,
for Task T,, more than half of the project students named "warrior”
or "Kain" as a status but most merely described e charaéﬁeristic

behavior of warriors or of "Kains" to substantlate the claim that

they had indeed named a status: '"They act brave." "Warriors do the

fighting," etc. In Task D, students are not ssked to name & group,

{nstead they are given the name of a group ("xepu" men) and required

‘to demonstrate whether or not the group meets the criteria for clas-

sification as & status. The most freguent answer given by both project
and control students describes the unique behavior of "kepu" men with-
out any reference to the fact that others in the society expect these

men tc act in these ways.

Inspection of the performance comparison pattern for the task series
presumed to underly T, (Tasks D, E, F, and G) contributed additional

evidence to the interpretations giver abov: and led to similar recom-

mendations. Note that the project group performed significantly better '

than the control group on Task E but not on Task D (see Figure 6).

.In this case, Task E involved demoﬁstrating thaot some given group in

4

an anecdote (e.g., men, children) was expected to act in a particular




s way even though no overt sanctions (rewards or punishments) vere

evident in- the anecaote. Task D is identical to E with one important
exception. in D, ‘the student must identify a group for whom expeeta-
tions exist, whereas in E, the student 1s given the name of a group |
N 4 by the test iten.‘ Once again, students knowing how to carry out a
gub-task (E) may not have employed that procedure in carrying out

a more complex task (D). S ﬁ : I

Recommendationsl

\'

The following recommendations are given in light of the above intorpretations..
1. The lésson sequence in queation should be revised 's0 that the desired
process of data analysis is nodeled for students in_&ggg.suhsequent

to the modeling of sub-processes. It follows that the desired process

be modeled in the Teaching Plan for the teacher.

’

2. In the revised sequence, students should a) be given opportunity to

practice the terminal tesk (represented by T end Ta) in toto and
b) be provided with immediate feedback regarding whether or not they

have used the desired sequence of steps.

3., The revised lessons should incliide explicit reference to social situe;'
tions in which no overt sancti ning behavior occurs eno expiicit |
instruction regarding how to identify status positions without this
kind of evidence. The revision should be designed to teach students

to use the absence oglovert sanctioning behavior as evidence in itself

- . n
for hypothesizing that behavioral expectations are in fact being

carried out.

' 11t should be noted that. Recommendations were incorporated in the
printed version of Patterms within the boundarieb of the material already
there. ‘
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L., Assistance to students in recognizing the evidence potential of the

x absence of overt sanctions might be gained from their learning, through

.vsuitaBI"*cxample, the principle that humans have a crucial need to.
predict the ;eactions of others toward themselves. This 18 a sJLte-
ment, onfthe individual level, of the principle that societies operate -
by rules. It explnins interpersoncl relationships and behavior in so-
cial settings partly in terms of covert dynamics‘that operate even when

there appears to be no ccvért action.

£ \ . - . a
5. The revision should include student practice in distinguishing among

such conceptuai‘categories as a) sanction, b) expectation, ¢) Jjob,
d) diqginctive pattern of behavior (behavior characteristic of onue
. group which'is not engaged in by other groups,-c) expected behaﬁior.
Such practice will facilitate.exténsion of student processing activi
ties in identifying =tatuses to a determining of patterns of e §gected

>

behavior.




gfx\ Chapter 15 ‘
. IMPLICATIONS AND REGOMMENDATIONS '

)

!

The ACSP cognitive reﬂearch associated with the Spring 1970 imﬁlemé;?
tation of Patterns in’ Human Historx investigated the impact of the course
on student learning of highly abstract and inclusive anthropological con-
cepts, their gkill in analyzing and drawipg'ipferences from seXected types
of-social“data, and their ability to identify sociai‘positions from anec-
dotal materiala. Three tests were deteloped.to measure student prog;eéa,
one for each of these areas of learning. In.general; the resegfch stra~
tegy adopted:was that of comparing the post-performance of representative
semples of project and control stu§ents, u&ing a variety of stftisticai
designs to tontrol for the potential influence of initial difféfences
in capdbilities; | |

" What patterns can be otserved among the data fram the three tests?
What interbretations of these patterngigxe wvarrented, and what implications
can be drawn for future revision or éﬁtension'of the course and its accom-

r

panying Teaching Plan? The function of this chapter is to answer these

, questions. . Y

-

Before proceeding L0 8 summar, oI the findings reported in earller

chapters and an exploration of implicatians, several compents should be
made to define the framewori within which all the data must be considered.
To begin with,hit should be kept in mind that the version of Patterns used
in Castlémont an&iSunnydale during the period of research was 8 "pre-
pubiication" version. One section, Part I Topic 2,.”How HuméhASocieties
Operéte: the Significance of Status and Role," had not been used

271
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previously, and various other portions were bein%‘used in seﬁuence in a
full semester course for the\first time. Subsequent changes in materials,
the order of particular lessons within subntopics, terminology, direction,:
and suggestions in the Teaching Plan, have been consistent with the several
reccmmendations of this .report. These alterations in-the published ver-
sion of Patterns have,'of course, contributed to the constancy of its dis-
tinctive features. Thus, the research was conducted with a product that
has, subsequently, undergone‘reuision; the faeilitating effects: of such

revision ontstudent lear%ing cannot be derived from present data. lt is -

tempting to speculate that since course changes have been consistert with

[ hd

the recommendations resulting from the research, the findings reported here

would have been even more dramatic had the published version of the course

been used during the research period.'
One must keep in mind that the sixteen teachers included in ACSP-RP-

had not been trained %o teach Patterns. (This is, of course, consistent
: M‘. .

-~

with ACSP .strategy that teachers will master the course through careful ,
| use of the Teaching Plan.) Furtnermore, their previous contact with an-
‘ thropology was, typically, quite veried; in most cases, it had been 1nimal
or virtually non-ex1stent ~Contacts betWeen teachers and the research stalf "
' . were used mainly for administrative’purposes'and for the collection of data'
‘\ ‘and zannot, in any sense,.be.consideredlto have constituted a training .
program. Information from teacher lnés, comments rnade during meetings,

and direct classroom observation of lessons, made it apparent that Patterns

l

was not being taught in the same fashion by each of "the sixteen teachers.

There appeared to be considerable variation in the manner in which

ne
<




recommendations in the Teaching Plan were carried out, the number of les-

“did not try to alter the extent and characger of;§§ese differences.. Sinée

273

sons omitted, the order in which activities ocﬁEE;Jd‘and the kind and num

ber of additional'elaborative activities planned by the teachers. Most

of this information was of an exploratory nature so no attempt hag\i:jf;y’

made to present it in this report. Nonetheless,:it\is important tokea

in mind that great varistion appeared to exist and that the research staf

'Y

/

“the general strategy of the conducted research rdsylted in semples of /

project students instructed by d%veral in same cases all project teaﬁhers,

the reported effects cannot be said to e the result of exposure to/any
' /

" tential impact_of the course if taught only

‘particulary teaching style.

Jsenester progressed.

It is, again, tempting to speculate on’ the po-
' teachers with styles highly

consistent with the teaching roles reflected in the recommendations of

/
/

the Teaching Plan. | ,

-

» - One additional observation, not mentioned in any previous chapter, must

be added to the framework {or the interpretation of data: none of the AQ§E-RP

classes completed the whole course in the school semester during which research

4

was conducted. All ACSP-RP classes from which performance data wer . used did,

however, study all four major parts of the course to some ﬁegree. To meke
this possible, project teachers omitted the teaching of varlous topics in

accord with recodmmendations for exclusion made by the research staff as the
) /
Though there were individual variations, ‘the most

prevalent pattern consisted of considerable concentration and thoroughne5°
1

on Part I, selected omissions during the centrel portions of Parts II and III,

8
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and confining Part IV to the study of the Haciendaz' ViébaikN?he,pcssibility

, ) . .
of having to make the§e alterations was ‘anticipated by the research staff

prior to the beginning oflthe semester and the three test instruments

developéd fiih:he'investigationkof cognitive ef}écts wvere related to the
portions of course whiéh were accurately predictea to be among those - .
studied in some sense by all project classes. What is not known, hovwever,
is ﬁhe degree to which the length of the courge and the volume of topics
' inéiuded influenced the manﬁer in which yeachers implemented the recommenda= -
’ /
tions in the Teaching Plan. It is_céﬁceivable that the charge to teach
only two or,at most three of the fou? major parts in onc semepter,miéht have
resulted ih altered planning ana seqééncing activities on thé.pa}\ of project

4

teachers. Recommendations pegarding course length appear later in this‘chapter:"

n . . ! [
SUMMARY OF FINDINGS ; : o
h Data from the various sub-studies reported in the preceding chapters
. , o
warrent these general conclusions: ' o

(1) Iyith reé?ect to the most inclusive and abstract con¢zptual categories
f’appearing in Patterns, course- experiences during the spring of 1970
--significaqtly af'fected the learning of some of the components of
these conJepts but did not significantly affect the learning of
the combinations of conceptual attributes which adequately define
the categories in question.
(2) With respect to the social data-processing capabilities associated
with Patterns, course experiences during the spring of 1970 signi-
ficantly increased student ability to draw inferences about societies

from prehistoric artifacts and from written anecdotes and to contrast

the inferences derived.

284




(3)

(W)

(6)

M -

- : ) e :
There is no evidence that course influence on the learpning of -
processing°skiils and highly abstract concepts. was affected by-
reading achievement; course effects, where observed, were not

confined to any'particnlar-level of reading dbility This does

,not mean that the performancg»of students wvith reading difficulfies

_matched the performance of average or better readers, it does mean

that change in performance was not related to reading achievement

)

-<+that students with reading difficulties mgde as much pre~torpoet

Rzogress as students with average or better reading capdbilities. ‘

Qhere is no evidence that the impact of the ecourse on the learning

o

of highly abstract concepts is affected by initial capabilities

as measured’by the CRT and COIN instruments, there is, however,

some data to suggest that course experiences depress or minimize
the inflyence of initisl 'capabilities on the learning of the da.ta- "
processing skills neasured by the CRT test. . SR
THere is Some evidence of interactive effects on student learning

among sex, nonwcognitgwe varisbles, and course experiences~=-parti-

cularly with respect to the skills associated with the COIN test.

' Some trends in the data suggest that passivity in appearance, low

self-esteem, valuing of/conformity, and low socio-economic status
4 .

;

. were related tc the progress made by girls. -The evidence, however,

is sporadic, and any relationships which do in‘fectvexist would .
appear to be quite weak. -

With respect to the ability to identify social positions from anec-

~ dotal materials, Spring 1970 course experiences had significant

>

28y
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\\ ; [ .
positive effects on student &bility to isolate and name such

positioﬁs but appear to Qave p?omdted incomplete data-processing

/4' . prscedures tpat by—péss the~rela§ionship of roie-expectations to.
' /{' | . .:social positions and omit the ﬁQQ of overt and covert'sgggt{oping " l
'% . ' Bkhavior in the presented maibriéls. ' ,‘ .
~¢/V . 'S?) Extremely low céfrelatidn# between chenges in per}ormance on the :
AN . N CRT and COIN instruments ;:g“?; that significant improvement in
' : processing skills asséciated'with the course déeé not depend on”
at ~ extensive learning oéléhe most abetract concepts of the course . :
e - . as a'pre-conditibn; nor is"extensivé ch;nge i; the igxter ;rga a
necessary consequence of signi}icaqt change in the former area.\
Iﬁbli;ations and recommendations with reapectkto these findfﬁgs ;re
'discussed bdlow. s - e |
. A \\_\' . ‘E- T
’ INCLUSIVE CONCEPTS . ] " a
A1l of the concepts pertaining to'Patterns can be visualized as- con-
stituting a'cédplex and extensive "filfng" system in which less inclusive
concepts are "nested" within increasingly more ebstract and more inclusive
represent&tigag of reality. In order toAcorrectlyclagé}fy”any“gescribedfvAA4
. ~ phenomenon one must be uble to identify its characteristics and'comﬁare them
;ith the attributes which define sub-divisions within the "filing" system. ‘
Fér instance; if one is told that Mouti pygmies value cooperation in hunting
. and punish individuals who engage in certain fypes of individual hunting

-/ 1
acts, the conclusion can be drawn thatthis phenomenon is an "adaptation”

by comparing the characteristics of the presented informstiova to the defining

- . LY
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A attributes of the category “adaptation . If‘there'is a "match",‘a corres=

L = e :
f ) pcndence between the phenomenon and the distinctive elements of the concep- ¢

s tual category, ‘then one can conclude "Yes , this is an example of (in thie

’

case) '%Saptation' " If there is no‘correspcndence, then one concludes that

the described'phenomenon is not an example of such-and-such a category-
! s
1. e, it. cannot be properly clesaified igto }hat sub-division of the "filing

Byétemo:- o ' ’ X . . t N
L ™ , L, . Q. N

As one prod@ede from less abstract to more inclusive categories the
problem of ciasaifying'any presented or described phenomenon becomes more

; . complex since one must consider more characteristics’ in making a decision.
‘One can, for instance, classify as "punishment" or negative.sanction" the '

" v

ridiculing and ostracizing behawior of some Mbuti men and women toward a
v N 7

member of their group 'who has set_ up his hunting net in &ront of the community

nets by noting whether the behavior is unpleasant or potentially unpleasant e

-“r" .

. for the recipient Classifying the sanctioning behav‘or as sanples of
"gdaptation", however, entail the application of further criterie.-oTheee
. might include, in addition to recognition (classification) .of the behavior

as punishment", examination of whether the sanctioned act or acts, if -

eliminated, would assist the group in satisfying ‘their nebds within their o
' . K particular environment. Sim;lar comparisons cen be made of the complexity ;"f
of thought involved in the classTfication of other phenomena prasented in -
the course into comparatively ;lower“ order (less abstract,‘less inclusive)
and "higher' order (more abstract, more inclusive) conceptual categories.

The enalyses of data for the Concept Recognition Test (CRT), particulerly

the difference in results for Format I and. Format II items, quggest that
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project pupils made significant gains in the number of conceptual' categories

into which they could classify phenomena, but did not, in contrast to control

pupils, learn a significAnt nupber of*the oompinations of attributes which

¥
Ve derine the. most abstract concepts associated with the course. Increasing

the impact of the course a% this latter level of abstraction would appear, -

from the work of Ausubell and others, to depend on the employment of methods . -
*

~uhich will further increase the stability and organization of the internal : K
structure of & student's knowledge. That is to say, the student must be
further assisted to develop 8 well-organized "£i{1ing" system in which concep-

tual categories are appropriately nested" and their boundaries clearly de- -

Nd A

lineated. The following measures ar irecommended:

-

(a) . The designing of & number of lessons and portions of lessons for

each of the major parts of the course ' whose sole function$?0u1d~, a
¢ . \ ‘ S, . . t
be that of assisting students to "locate" new knowledge inurelation

. b : s
v s ) . to the structure of what they have previously learned. From the
. ‘ published research in this area, these lessons would appear to be '
Vo gecilitating if prior to the introduction of new material they

< 'relate knowledge—to-be-learned to what pupils already know, and if

e e A s

they progre591vely identify the distinctive features of the new , ‘
‘;r “ !

*  knowledge. inoe theifunction of these lessons and lesson, segments

~ would not be to guide students inthe .discovery of additional know- \

1
. 'L

ledge or the solVing of novel problems ‘but rather to improve the
| O

organizational structure of what students know, it is quite con-

ceivable that thef would depjyt cpnsiderably in format from the ‘ | .

AN

lAUDUbL] D. P., Educational Psyébolggy: A Cognitive View, New York:
Holt, Rinehart & Winston, 1968.
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type of lesson most charqcteristic of the Teaching Plan.?

(v) Provision be made to increase the amount of specific practice

L]
$ A L]

pupils have in multlple classification of varied phenomena into
"higher" order, categories, coupled with dlrect assistance regard-
ing how}to establish correspondence between the ‘characteristics
of a pfesented o; descrtbed phenonenen and the défgning attrib&tes

of highly abstract concepts. « . RN i

A<

(c) The development of visual representations of the relationships smong

various "highér" and "lower" order concepts learned at diffcrent times
N oy ,
during the course. Such representations, in the form, for instance,

of flow charts or "Venn" diggrams, might.be extremely useful to both
’ ' ~ v Y ’
pupils and teachers in conceptualizing complex relationships. It is

vy

recommended that several types of representa}ions,(é.g., two~- and

-

4three-diménsipnal, containing fixed or moveable components) be created .

and thé%%fficacy Qf‘their'ﬁse aéé;placément within topics inveséigateg.
(d) Whenever addiéional, more'bomplex abstfact concepts appear, their re-

lationship to‘tﬁé earlier concel')f; shoxlxl'd b® made-clear. The course

can theh be viewed in part u«s’the accumulation by students of samples

and examples Titting into the labeled categories involving progras-

savely broader and more var:ed aspects of" social behavior and increas-
AN .

ing precision in mapping the boundaries among concepts.

'Y
o

» ’ L ‘ “

2Because of timing, the ACSP curriculum development staff and the ACSP-RP
staf’ have ncver discussed these recommendations. This is unfortunate because ‘
of an apparent but not inevitable difference between them regarding strately.
The ACSP staff might say that the ACSP-RP staff ‘arc preoccupied with conceptual
neatness and logic. The rescarchers might say that the developers are preoccu-
pied with spontsneity and erendlplty Who knows? Only the discussion’ would
provide the answer. M.C. PR . ’
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* (e) An essential characteristic of the course is that the stugients do the

processing. This takes time and because it ‘is absolutely essential

to the success of their experience with the course, time must be
. allowed for this to take placeu A series of guidelines should be ‘
developed to assist schools and teachers in making decisions concern-

. ing how many and vhich of the course parts can be planned for on}«

. |
semester use in various settings. Same schools might even be en-

couraged to use the full course over & ccmplete school year This
would*be‘pdrticularly important if additional activities to assist in '

‘the development of B stable internal knowledge structure will make it

i

difficult,to teach the whole course .in one semester.

f Py -
PROCESSING SKILLS ' ; '

e

Data warranting the conclusion that project pupils made significant

1
L)

improvement in their ability to process various kinds of social data appear

at first glance to support several major assumptions made by the curriculum

¢

. designers and to demongtrate the conformity of Patterns to the implications

of ‘these assumptions. Distinctive features of Patterns &s a curriculum

1 v 9

plan appear in the, recommendations for classroom activities contained in

the Teaching Plan and in the stpdent and teacher roles implied by the type

. of lesson which.predaminates practically all sub- sec%ions of the course.

It typically begins . with .he presentafion of new daca to students in the form

of same descripfion or representgtion of a social phenomenon. SQudents are
then askedvéo make warranted ianiences about the'society from which the

data have come and to compare and contrast these with the previously inferred
attributes oflother ﬁocietiee. The students' role is one of "data-processor”

they must observe, summarize, and pattern the presented data; they must recall

andlapply previodsly learn:d principles to make inferences about the society




in question, and must resolve or attempt to resolve alterﬁPte interpretations
through further. examination and paxterning of the available evidence, finally,
they must compare and contrast the ;nferred attributes of two or more sobi-
eties with respect to significant dimensions of social life.. The teacher's

role is that of "galder": he is to assist students in developing strategles

~for analyzing data; he will do 'such things as frame questions to initiate

and focus classroom inquiry, suggest alternative routes for investigation,

. and prowpt students to recall and apply previously learned knowledge and
‘ R .

skills.

/

The theoretical framework for instructional design revealed in the |
distinctive charactgr-of recommended lessons and roles-=-a framework supported

by a considerable quantity of recent research--is based on the assumptions

-

that (a) the extent of learning in any given situation depends to & consider-

dble degree on the intellectual aofivity of the learner in the situation

.

,and (b) the intellectual behaviors carried out by students ‘in cless depend

td a considerable extent 6n the interective behavior of the teacher. Thus,
; -

the instructional stratégy built into the plan for using Patterns proceeds

(}rom the propositidns that studénts learn to process social data by engaging
in guided practice in operatlng upon data and that the teacher's role in
the classroom is. instrumepntal to students' developing approprlate analysis
- skills. : °

Unfortunately, the data from the COIN test do not by themselves contain
direct confirmation of,the appzi;rlateness of the instructional strategy i
exemplified by the generalggéan for Patéérns. What can be.concluded with
high sécurity, is thatproject students made significant 1mprovement in

L

L
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’

processing Skllls as & result of thelr course experiences. Whether or
J

not these gains were due to the specific dynamics underlying thie design of

_the curriculum must remain an unanswered question until subsequent empiriﬂal.

research confirma the hypothesized relationship among teaching stylea (roles),
student roles, and learning outcomes. Such research must moritor and cate-
gorize teacher and pﬁpil activitiea‘as‘these are actually carried out during.
the course and thgn;compare resulting pupil~teacher patterng_to learning o
outcomes. _ o .

What alternative explanation can account for the significantly better

peﬁformance by project than control students on both parts of the COIN instru-.
,\‘. 0

ment? It can be arguéd that inéreased fémiliaritylﬁith the subject matter
and the learning ofla‘number of new gqncepts, reflected in the significant
results for project students with Format II items in the CRT insigﬁmént

(see Chapterl2) constitute sufficigpt factors to have caused significant
growth in prdcessing skills. The validity of this assertion can be chal~-
lenged by two other pieces of evidence from the bresent research. ‘First,
computed correlstions of CRT change scores (bo;h for Fdrmat I and II items)
with COIN change scores, where available, are not significant and are extra-
ofdinarily %mall (see Chapterl4, Figure L-6). Second, both parts of the COIN

instrument present deta which were not examined in ACSP classes, and to the

. extent that they depart from the conditiocns within which learning may have

occurred during the courge they constitute evidence of the transfer of skills
by EroJect pupils to novel situations. This is particularly -the caée with

3 N ‘
Part II of COIN since neither of the two anecdotes used in the post=form

were examined during the semester in any project or non-projlect classes.

S 295 _ .




Of course, one must be careful to aveid concluding that- the- skills involved
°

can transfer to the analysis of types of data other than those used in the

COIN instrument or that students will use the skills in giving meaning to'

»

their experiences when out51de of the school Betting. Furtner research is
neaeded to establish the extent of transfer.
Though the results of the present research cannot be used to confirm

the validity of the instructional strategy presented in the Teaching Plan

- for Patterns the findings here are consistent with the framework of concep-

tual dynamics employed by the course designers. The maJor recommendation,

'3

.therefore is that the’ pupil and teacher roles represented in the Plan and

exemplifieddin its recommendations for the enactment of classroom lessons

be retained. It: is fUrther recommended that the presentation of desired

/

roles and lesson patterns be extended by the inclusion o; ""model" classroom

dialogues either in the Plan or as additional material éor teacher examina-

»

tion. These_materials'should include samples of appropriate and inappropriatel

lesson pa.tte'rns.l The development of a system for self-appraisal by ‘teachers
)

'

in improving pupel~datampr009381ng ~-behavior,- anleffort;hegun_earlier_bylsevr'
eral ACSP-RP staff members, should be continued. Such a system, using taped

classroom episodes, can be instrumental in developing teacher skill in

\

1
analyzing their owu rules in tne promolion o Learning.

INITIAL CAPABILITIES

The complete absence of any evidence to indicate that the/cognitive
impact of Patterns depends upon reading ability is an extreémely important
finding. It strongly supports concluding that the effects of the course

were not due primarily to the written materials included for student use
- t

1 . ‘ :
Such materials have-been prepared and will be published by ACSP.
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3 '

.'bu‘t to the act’ivities carried out and the experiences engaged irjduring
| ‘the gemester. . It lends fnrther support' to the recommendation's :unmediately
aho e concerning 1nstructional strategy. T a T 4/;
‘I'hese remarks should not be misinterpreted as an invitation ’for' teachers
,to ignore the effects of reading ability on pérformm‘ce as such. Relatively

. high correlations between readins achievement test scores and pre-scores

on the CRT and COIN instruments are indidstive of a close relationship

=
between-language capabilities and performance on course-related tasks.

Students with reading difficulties"‘dn@ be equcted to have problems‘ with
Patterns but as the present research amply demonstrates, can make as' much

aq

progress as those with stronger reading. cspabilities--ggwen the - appropriate

experience, activitiesl And guidance., °

o

All of 'the cqnmentsreferring tolreading‘achievement also apply to

: S * ) ‘ a
: pre—course capa.bilities measured by the CRT and COIN instruments. The -
intercorrelations among pre-scores for "RT and COIN are positi ve , zela*ively

~high, anhd statistically significant--indicative of close relationships anong

‘the capabilities measured, and /constituting a caution to tea.chers that- students -

with a small stock of concepts and low 1nit1al ‘analytical skills cen be

expected to exhibit difficulty with cOurse tasks. Correlati-ons between’pre-
and change-scores, however, 1ndicatc that the amount of growth (pre-to;-post)
due to the course is not, dependent upon initial. captbilities. There is, in .

fact, some indication "that course experiences depress the influence of entry

abilities on the kind of processing skills measured by COIN'. ' ) Y

NON-COGNITIVE VARIABLES

>
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. o : . '
boys needs further lraminstion.. The dsts from’ the present studies relaqive
5

to this question sre\not consistent enough to. Justi‘y'any cher implicstions v

ol
' <or-recommendsti ns. E " S o , .‘5 . ;
. iThﬁ/ﬂbég;:: of any strong and repeated patterns,of perfoénsnce /’“B A

———

‘related to non-cogritive variables is in itsel’ an interesting finding. lt | .}'

' supports.concluding that the course can promote s*snificant cognitive growth .

in the areas measured for students exhigiting a wide range df personelity Y
characteristics, value orientstions& and socio-economié‘baskgrounds. Exami-

nation of the Teaching Plan and writiten snd other materials for student use,

‘as well as the recoumended roles for students might lead. one to predict

that the course would be most succes ful with intellectuslly aggressive _ i
pupils who vslue non—conformity and he chsllenge of new probplems, who are

willing to take chances and assume a: leedership role in classroom discussions.

Course 'success, as measured by hange in performsnce, appears to be unrelated L

9,
), !

to any of these chsrscteristics'fthngh their influence on performsnce as P
such might be considerdble--relstion hips not investigated p BFY : the present

studies) In fact, the weak pattern dbserved for girls if anything, presents

an almost ?pposite composite of the ttributes of the succeas ful (ss measuled-

by pre-post change) female particip te . : ‘ , ’
e : -
The findirigs here regarding reading achievement, pre-course capabilities,

[

personsliuy variables, value orientLtions, and SES (as measured by the instru-
I
ments used) should be hesrtening tT the designers of Patterns Since their

stated objective has been to produ ¢ 8 coursge ‘which could de used effectively .

£ ’ B \
!

with the majority of public’ school students. N . _ L

-

————R_.__——
¢~
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. jqpmmms STATUS POSITIONS '~ . L

@ Lt . 4 .
' Recommendations in/this area pertain to 'methods for extending student

- : " ! P

np ~analysis of anecdotal material tgka sedrch for evidence of covert as well as.
Ta :

overt sanctions and a linking of

.students tend to apply less complex ﬂriteria in identifying statuses or .
— {7

"sociaLjpositions" from descriptive contexts, and thet’ fhese criteria are

identical to the ones employed'by control students who presumably efeive e

,relevant instruction only from the directions of‘the SIT test.

g The ‘most frequently used criteria pertained to whether an isolééed‘

»

group performed some common or unique functibn or'"Job‘" behaved in a’ccmmon\

\ .
fashion in the’ described incident or possessed sume special privileg;.or te
Y

)
prestige. The uce of these criteria will in.many cases result in thefidenti-%'
' n . ! / » . N
‘fication of the same "positions" that/the more complete processing techniques .’

'implied by the .Teaching Plan will yield. These are "shortcuts," however,

that do not work in many cases, and, more importantly, bypass the wnolevsocial

“ o develoo a dynamic framework with which to interpret interpersonal behaVior .y

. ) Lf .

.~ In order to shift student.criteria in the desired direction these mea-

’ ‘. sures are recommended:l' ‘ S

\
Ay

’ (a) The examination of an incident‘in which thé\zbsence of overt sanctions
\ ) -
can be readily understood ‘as evidénce that.expected behaviors are
being carried out
' (b)“The modeling, for teachers in the Plan, and “for stydents during insﬁruc--
tion of all the steps to be applied while identifying a "status'" from .

anecdotal material.

v

. lAs noted on p. 269, the printed version of Patterns incorporated these
. recommendations R LN
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Q\lif:} social oosition to patterns ,
- of expected behavior. Data from the P esen/\investigation show that project Co




- 2B7

(c) Provision for studente.to learn how internal expectations for the
behavior of "others" are of assistance to individuals in predicting ‘
) how others will act and in maintaining "psychic balance" oy

/ o

A\

RELATIONSHIP oF ABSTRACT CONCEPTS AND SKILL
Low correlations between CRT and COIN change-scores meke it difficult
R to argue.that there are csusaJ relationships existing between the two typee
| of capsbilities measured.by ecch instrument. The implication is that, since

it does not" follow sutomutically that increase in dsts-processing skills
-lead. to 1ncreases in the number of highly inclusive concepts learncd by
‘students and vice-verss, separate end. differenu provisions must be mado
within the course for adequate learninéfto occur in both areas. Recommendeég
tions regarding these provisions.have been made eerlier in this chapter.

)
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" INTRODUCTION - - . | " '\

The primary purpose of the:coding syystem explained in this manual is

. ia

to provide for the systematic storage and retrieval of data collected in-the
field. The research project necessitates the collection of data'pertaining

to specific social phenonena. Categor;es of phenomena to be investigpted

-

have been groupeddunder various.subjeaw-heedings. Each subject corresponds
s to one’ or more of~the blocks of'numbers"arranged'eround the periphery of the )

\\?un‘h cards utillzed in this system. All data pertalning to the phenomena g

R

researched are to be cop1ed onto the Ppunch car%s. By punchlng Q numher or .’

\ comblnatlon of numbers ‘on the oards, ‘all - data can’ be coded into C&tCFOTl@b 0

.- i

A nder speclflc subjects for storagg purposes and retrleved at. & later date Lo

b ]
"

fon analysis. Since'successful.use of thls system oepend5‘1argely upon & °

a

thorough understandlng of the codlng proccdures and coding <ategor1cs, it

»

is most 1mportant that ail codlng ins truct:ons "be read. carefaJJy and theat

the def1n1ng attrlbutes of caoh codlng category be clc&rly understood

-

»

' USE OF PUNCH CARDS . N

.. .t P B . »

' While thls system may be modlfned for the use of othsx card types it

n

is hased on the Un1sort ﬁnalysns Csrd Fornm Y9 of the Burrough" Corp.’ Tcdd
Division.  An 111ustrat10n of this card is prov1ded on the-fOIIOW1ng page. |
‘ For cons1stency of reference and to 1nsure that the'dlrcctlons whnch
follow will be clear the follownng conventions will bc employcd
(1) The card wlll bc oriented with the notch at the uppfr right cbrner

' ®
as it is seen in the illustration.
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The side of the card which bears these

as the front of the card. The obverse will be referred to u$ the

back of the card.

t

AN

[+

¢ A

- A moment's study of the card“ﬁgli meke clear ﬁhe two ways in whicﬁ such

[

A

a

"\

’
. ¢ 2 )
Figure C-1 ‘
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B . (2) 'The inner series of numbers (1 through 29 at the top, 30 th¥ough 46
at the left, etec.) will be referred to as Serial Numbers.
. n : °
L e : )
) (3) numbers will be referred to

card may be coded. 'Albné the ouler margin of the card is a recurrent series




of numbers set off in blocks of four digits.

Those numbers (1, 2, 4, and 7)

"may be used to give each block a numerical value from zero (no hole punchegd)

)

to fourteen)(all holef punched) . Thus by uiing as few éf.these-nuMbers as
pos%ibl? and,add&;g'them toée@her within each block one of fifteen different v
numbersfid th?éugp\%ﬁ) cah be recorded iﬁ each block. This approach.will

b ‘feferred to as th;.Additive~system of\codiﬁg: Exam%lés_pf thé puhching

for several numbers can be seen below.
;

Figure C-2

. THE ADDITIVE SYSTEM ) | L
4 _:"- tj}_g “q Ul_i\?}y % NI : Z;Q-l_;;'p l"s {,’:’y‘i L‘,-{ 2. V\:J.: ‘z,"T.'L',! o
1 e N G A G I M MRS
Value 9 Value 11 . Value O Value 1  Valve 5 Value 8 \v“:r
: . t 2 ’ . ‘ ’ ' e
| S ,'. o . ‘ ° Ty .%;. | g |~

. The Additive system of coding has one seVerejlimitation;'it requires
that the material to be code& within that four-hole block be mutually exclu- =~ ®

' .

sive since only one of the fifteen values (the highest) can be read from the

block. Thus when it is,necesséry to employ.a typology which is not .mutually
exclusive it is necessary to employ & different system, . o Lot

. Such & system usés the inner block of numbers which we refer to as the

o o

serial numbers. In such a ¢ase the number coded corresponds directly to thaﬁ

) ' . . /
inner number. This system of coding will be referred to as -the Discrete Nuibers .

system.,  Bxamples are provided on the fbllowing page/ .

A4
.
“ . i . ' ‘5

I3(/7l
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Value 47

UNISORT ANALYBIS CARD

Figure C-3
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" Discrete Numbers‘systems of ceding be understood

“wle "
’ [3 ] 14 L l“.»;-l [ '3 ] 14 ’ [ 3 [ 4 4 ['] 1 14 [E 3 i -4
‘ . ! ) Yo, /- . ¢ f \ ‘ . ‘ I K ,

"It%ls“esséﬁtial that this distinction between trhe~Additive and the

Any confusion of the

two systems of coding w1ll -make it 1mposs1ble to read the value coded* and

o
Ty

.thus wlll make the card useless. L -fQ _— \:“

!

GENERAL CODE

Al
' o
~ rg

'-'Dlrections for the codlng of specific infornation is Drov1ded Jater,

LI .

in this manual

for' the preparatlon of all the cardo,employed in th1s system.

L ¢

hold for each'entry card.

d(l) _Written'entries

b

(a) Data to be ceded and stored will be found most often to take

1

What follows ‘in th1s section are the general directions

These rules
\

v’ .

.. : the form of written or transcripts of spoken words; phrases,

. 'if , :

and longer statements.

"verbatim on the front side of the cards.

These statements are to be copied
The back snde of the

card w1ll be used only whdnever the space on the front s1de

of the card is insufflolent to permit recordlng of all necessary

%

4 data.

that the meaning is clear. This may oftcn mean

../‘

<

8Ly

All quotations must contain enough detail to insure

that a full -




paragraph from t1 ascripts or other source material will*be

copied. TIf additional matérial is written on the card, as P

for exerple, some editorial comment relevant to the context I

of the statement, it must be clear that it is an addition to

°)
- ;

the priﬁary material. The standard usage of single and double |

qubtation marks as well as brackets and ellibses is essential.
(b) Each time g'number is recorded on & card by punching a hole

that number is to be written alongéide the appropriate part

n

of the card. , This“is done to facilitate the visﬁal reédingi'
. . of-the cardw_ ‘ \

. (e) A1l cards must provide & citation 1dent1fying the primary

v L 3 [

" material from which the item is :taken. This citation must /
make it possible to return to that material with a minimum / ' 2

of effort. Whlle the citation is not punched: onio the car@

/ I’

it ib to be wrltten below the quotablon or entry. : ' I

(a) The'initials‘of,the person who codedﬁt@e card and the datﬁl

v

r ) ,upbn which the informatioh was collected are to appear on ther
-card. .
(2) Top marbln : ] | | ; o b

The top margln of all cards will bear the Entry Number, Informant
Type, and Informant Number where that number is applicable.: These ot
entries are explained on pages C-T through c-9 . ~ . \

(3) Upper left, lower left, and lower right corners

The sex, profe531onal organlzatlon aiflllatlon, and race of each
‘informant are recorded in their respective corners on all ¢ards.

Directions for meking these entriesc are given undér Subject #2,




=
1

Informant type, on pages C-10 and C-11.

(4) color coding . ‘ C

Many-sfatements copied onto the cards will be lengthy and may

/ - contain multiple references requiring multiple coding. The process .
{
‘ ‘ of rgading the cards or sorting for more specific information will

Y
' .,

be facilitated by underlining, bracketing, ‘or enc1051ng in paren—
theses, key words, phrases, or other pertinent data with colored
felt pené. This process of'underItﬁtng*or—marktng—off*portions |

of statements on the cargs krll be referred to as color coding,f
‘ e A "To each or the major'subject; nuﬁberediﬁ (Rolennercepfionl through

| -'12 (Values), with the eXceptlon of subJect #10, a color has been ;;~.A
\aSSlgned - All symbols nsed to.: underline or enclose words, phrases,

.
A - d\ . -~

and other 1nformation musL be of: the same color as . the cg;or
}

- ‘ fassigned t0. the subject into which that particular deta has been | .

coded Extreme care ‘must be exerc1sed SO as. to avoid marking of%

<

(color coding) data coded into one subject with a’ colored pen cor-

‘
¥

respondlng to a color as31gned to a different subjJect. In the .

o . g *

directions under each*subject"specific instructions are given as to

Y

how and_what words, phrases, on_othervinformation on the card is to

be color coded. ¥

5 . (5) Storagé of the cards y R ,
\ ,
- " Follow1ng the preparation oi the cards and subbequent to each uue

of the cards they gre to be returned to a storape file. All cards'

are to be filed by Entry Number.




' ’ ’ - 4

IDENTIFICATION OF CARD TYPE

/

[ : ' /

X . . . /
.)?\ The number of coding. categories ust in this system exceeds the number
vhich can be located on one punch card. Thus, two sets of cards, CarduType'I
and Card Type II, will be employed in this.system: * Figure C-5 shows both t

card types and the subjects located on eath card. Whenever different attri-'

» A |

[4

butes of the same expression are 1dentified in data copied ohto cards for -
] \ ’

storage purposes and the categories into which the data are to be coded are

tlon, and race of the 1nformant

" ERRORS * . o

located on both card types, the entry must be recorded tv1ce onc€ on each

ton

'card type. Whenever a single item is written 'on béth card types, each card

1 v

will bear the same Entry Number, Informant Type, and Informant Number. The

L

same rule applies when.recordlng the sex,.professional organizatlon affilfa~

1 3 A

- t

In order to allow for the easy sortlng of the cards by type, the fo‘
lowing system of codlng by punchlng will be employed ‘ - R

. ’/ EY . A 2 . - d “ ' ' ’
I Flgure C-h ) " '
» P {,

CARD TYPE PUNCHING

Type I cards will be punched in the upper'leit corner thus:

4 . v
: : =l

+ »

Type IT cards will be punched 1n the upper left corner thus ::)"

/. LD
! . [ :'_'
/ . T

’ol-'

4

)

In the event thet a card is mispurched, a”special correction tape is ~
available and may be used to make &' correction. This 1s simply a matter

of taping over the hole$ which were erroncously’ punched.

‘o’

¥\
T
Pt
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Any suspicion of a systematic error should lead toc a thorough review
. \ “

/. of material previously prepared. Frrors, both fortuitous and-systematic,

are'to;be expected in the development of & system such as thie. ‘The great ..

danger., of coumse, is that they i1l go unnoticed and uncorrected:

‘ Q

SUBJECT #1: ENTRY NUMBER

(Serial numbers 1 through 16, both cacd types, blOcks used in an

Addltlve fashlon ) '

’ Each tlme a phrase, sentence, r statement is selected for copying onto:

a card it will befassigned an ent . sers The same entry number is to be'

used whenever a single item'i “ritten on more'than one carq ' R

The entry numbers wmll allow tnevrecovcry of' any partlcular item for
1ater rev1ew or confirmation., In the writlng,and rewr1+1ng of the flnal
-'reporb it may be desirable to return to the card; thls can be done only if P
Jsuchfa number has been assigned and then used asva.reference nurber in the
initial drafting of the-nanuscript. ﬁ ' R ' ' .i .

‘ Since the blogks aséigned for the entry nnmber are to be used.in an H

< 4

Additive fashion, the entry number yill take the form: nn/nn/nn/nn, where

X

eacn,Pnn" will have a value from 00 to 14 inclusive, and where the "/" is

4

| used to qeparate the blocks or values. Thus, one entry number might take‘A
: © i . (\ -

the’ forn '00/24/02/09. )

1

' By using the blocks in this ‘fashion, it is p0351b1e to record over

40,000 entry nwbers in the four blocks.

(K v ' . 4

SUBJECT #2: INFORMANT TYPL ' N

( PTJal numberg]j throurh 20. both card types, blocks used in an Additive

/

fashion.) ﬁ\\ : : ' ' : y - : ,

>
. .




# - S ,
mutually exclusive, this block will be used in the Additive fashion.

Note

10

Since the codiné‘categories under.informant type are designed to be

Typology:

Value ‘recorded

.
3

N

Informant type

1

o N

. - .
“ o =~ O\ \n

\O

10
11

'Teachers (Edison)

|

, I
l\\. L]

Counselors (Edlson) 1 .

Administrators (Prlnclpal V1Ce Prlnclpalb)

Secretaries (Principal, Attendance, Counsellng, and
Main ofrlce) )

Caretakers, Food Service, and Maintenance Personnel
Sehool nurse
Students

v

Particlpant Observero (will also hawe an anformant
number)
i

1str1ct Admlnlstrators (Superintendent, Assistant

- ‘ ‘Superintendents, etc.)
\

Otﬁeridistrict teachers N

Reserved for expansion of key

To ccomplete Subject #2, Informant Type, the sex, race, and when appli-

cahle, professional organization affiliation of ‘the informant are to be noted

in the corners of each card as follows:

Sex: upper left corner (serial number 29) of all cards punched thus

Male




e

Professional organizatien affiliation: lower left corner of all cards

@

I . - " S punched thus
American Federation pf Teachers (AFT) ,_._D|" || UNISORT ANaLye ,

R T |
; .
R ; -1 I o ' J_“ i
. C s U A M -
| -nt | |
: v

Y. . v 'y Fal .-‘ . . : n
Sunnydale Teachers Assoclation (sTA) ~7 || uisont anALVe
I AT 5'-. L ox 13
TP DRVACRIRIE oY ¢ | AN
Unaffiliated __"|° | UNISORT aNaLvs . L ' .
. med e e e e . :
"¢ ale e | oo KD I & ’ e
' B e i AU A Ay’ - - '
p B . '
: o s e ‘ :
Race: lower right corner of all cards punched this
- } ‘ ] ! : ) & -
! ' . ) Negro S L R L (
. CTETTY T
13 ) -~
. . oy g cesss cowm e M ved e emamn
. . . CaucaSlon 1t 1] L“_J. al qt]
A A R B

Orieital - ._;;-wﬂl:_~

Other . . |-
L RRL L L LU R
w |, ¢ et LY ¥
. =

SUBJECT #3: INFORMANT NUMBER

(Serial numbers 21 through 28, both card types, Blocks used in an’

Additive fashion.) ,

\
This block of numbers wiil b&—uséd to record an informant number for
™\ | ‘

the most significant individuals who serve as informants. By using these
blocks as is done (the additive system), very nearly 200 different informants

can be individually identified. A master list of names and numbers must be

kept in conjunctica with this system.

315
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-
o )
g

As with the Entry Nﬁmber, the Informant Number wpulh be recorded

using slashes and would take the form: ' nn/nfi. Thus an-individual informant -

might be 00/1k. - | . v
| Informa;ts, whosé_idéﬁti?icagion numbers appear-on :imaster list
(Apbe;dix C2), wi#® be groupedzintp the.genegéi role categories delinested ;

- in Subject- #2, Ihforﬁﬁnt Type. Tor addﬁtional sorting pu;pose%, the informant

4

‘numberé of teachers will be gfouped into categories aiong.departmental lines.

-

Thus, the master list of .names and ﬁumbqrs_will teke the form: = °

Certificated staff  Value recorded . Informant
l

Administrators 00/01 Name of .principal
) . ) 00/n Name of administrator ¥ -
i - Counselors } "~ 00/06 Name of counselor A .
, 00/n . - Name of counselor N
- Teachers (social’ o1/01 Name of teacher A
| studies) 51/’ Nametof teacher N
(English) 02/01 Name of. teacher A
- B R ‘02/n Name of teacher N .

SUBJECT #h4: COLLECTION DEVICE B ’ S
(Serial numbers 30 through 33, both card types, Additive system)

.}This block of numbers will be" used to identify the type of collection

. devices embloyed to obtain the information'coded. Since the set of items

or typology is designed to be mutually exclusive, the block will be used

in the Additive fashion.

e

Typology:
Value recorded Collhétion device
{
1 Systematic observations _ ‘
2 Individual interviews

Group interviews

—
|
TNt
v
-
fao )
4




Value recorded  Collection device

! Faculty bulletins
'§' ~ 'Union flyers, STA newsletters, ETA informational
materlals, etc.
6 Newspapers _ .
A Student publications |
’ 8 Student_bu;letiné“ J
'9-l§l o Reserved for expansion of key’

SUBJECT #5: ROLE PERCEPTION
Color codg: RED '

(Serial numbers 34 through 66

4

System; 63 through 66, Discrete Numbers. Card Type I only.

Under "Role”?epeeptioﬂ" areé to be coded those statements which are

)

-

, Discrete Numbers; 55 through 62, Additi#e-_
’ “

explicit or manifestl& implicif statements sbout an informant's perceptionf of: »

(e) his own role; 2

(b)-other institutional roles,

(e) the relatlon of the informant in his

-

.

in the institution, in both the same and different rolesy

(9) dyadic role relationships;

!

(e) tne existance, néfure and extent of conflict between persons iﬁ

specific paired roles;

\ . l

|

/
f

role (a) to other role 1ncdmbants

(f) the manner in which interrole, intrarole and interpersonal conflicts

[}
are resolved.

All statements containing information about general or speg¢iric roles

!

(see (a) and (b) above) end dyadic role relationships (sei (c-f) above)' are

to be coded into the appropriste categories in the eight serial blocks, 3k

¢

317
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"

3

R

J ' ) - . N ' -
Lo

|

C e S
through 62. The specific role(s) or role dyads"mentioned or alluded to in

each statement copxed onto-a card are to be cplor coded by underlining RED .

L] Y

rithen in the. upper 1eft-corner"of the card. This procedure is parti--
R r

culquy important since it-is expected that. many informants w111 frequently

o

"

mention differentiated subgroups 1n several of the role categorles used in
this manual. The flrst set of coding categories (serial® nuMbers 3h through Sh)

is.notmdesigned'to be mutually exclus1ve; any one or any combination of
> ‘ > R

these.items méay be coded,at the same time, .As a result these:blocks\arehNOT‘

AN

“to be treated in the addltive fashion but . as Discrete Numbers. The second _‘ﬁl'

13

v set of categorles (serlal numbers 55 through 62) is des1gned to be" mutually

excluslve. Thus, the blocks will be used in the: Addltive fashion.

e

. For every statement coded in serial blocks 3h through 6 one or'more

of the values in Serlal block 63 through 66 must be punched. This® block:of = . '

umbers will be employed to 1dent1fy varlous attrlbutos in statements made

‘
. . . 7

sbout each speelflc role(s)-or dfid;:Liole of relationships. These coding -

I ' .
categories are not meant to be mutua exclusive; hence, the Discrete

[¥) i

Iy

Numbers system is used.

General category

-1 .
] . o

‘Role (serial numbers 3b through 5, Discrete Numbers ),

»

All statements about general or specific roles. Includes state-

", "* ments about an 1nformant's percegptions of his own role and other
. institut;onal roles. Color code by underlining RED all roles

mentioned in statements copiéd onto the. cards.

Serial number ' .

- of block _ Coding catcgory
3k 'Peachers
35 Department chairman .
. 36 Local administrators (general category)

.

318
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.. General category -

»

Statements containing referenceélto>specific

N ‘
® ' 15
ﬂ,,SéidLhmmé‘Vf~ E ' ‘ )
of block _ Codigﬁ‘categon[_ ' .
37 Counselors oL ) : . )
38 " “ Principal . - ' | L -~
5 39 uVice principal {guidance) . -
Lo . Vice.principal (tenth grade)
R Vice principals (eleventh‘and twelf%h gr@des)
, ho ~ Classified staff (general category) = .
o h3 Principal's secretary’ ‘f
| A f N "Ll Other secretaries (maln ittendance and :
- : - ) L counseling office) - '
’ | _'hS Schoc} nurse oo .
b6 'Caretakers, food servioe and maintenance\personnul
‘ Y ° Students " - . S A '
. 48 "Parents of students o
F | h9" District adminlstrators (general category)
Co T 50 Superintendent | "; . 3
' . 51 Other district adm1nxstrators (a551stant Snper-
. \intendents, supervidors, ete.),
. 52' School board mehbers '
.53 3eséyved for expansion of key '
54 Differentiated subgroup

subgroups in any of tNe preceding roie categor{es.'

A primany purpose of this category is to facili-

tate sortlng when there are many references to.
two or more highly sn601f1c roles which-are sub-

sumed under one of the preceding nategorwef
S

\
J

Y ©

Dyadic role relationships (serial numbers 55 through 62, Additive System).

All statements eboyt dyadic role relationships. Includes statements

in the 1nst1tut10n, in both the seame und different role;

about an inférmant's perceptions of dyadic role relationships; the

reletion of ?he informant in his 1role(s) to other role ;ncumbants

¢

the existance, -

t
} | - .

.




. ¢
.

nature aﬁd extent of .conflict bet@eeﬁ persoﬁs in speéifié~paired :
o roles and the manner in which interrole, intrarole, and inter-
" .personal conflicts are resolved. Specific roles mentioned 1n ‘
k'statements are’to be color coéded by underllning RED and written

in the- upper left cofner of the card. - : -

[ ~ . A

- ’ " .
! " ’ : R : . )

' A '._ Value recorded . Coding catpgorj ,
e 01/00 .« . Administrator-teacher
L 2 : 01/03 . Admlnistrator-department chairman
4 ., e1/06 Administrator-coun%elor_ T e
T01/09 ‘Administrator-pupil = - |
v + o 01/12 | Administratorﬁélaésified personriel .
| 02/00  ‘Administrator-parent
02/03 Administrator-other
‘ S 92/66 ' ‘ Teacherédebartment chairman * . )
02/09 " Teacher-counselor !
02/12 ’ Teacher-pupll a -
‘ 03/00. | ‘ Teachqr~cla351f1ed personnel |
§3/03 j' | Teacher-parent ‘
' 1 03/06 - Teacher-othéf 8
‘ 03/09 Couﬁselor—depﬁrtment chairman O
- " 03/12 1+ Counselor-pupil '
! 04/00 Coﬁnselor—élaséified ﬁersonhel
0k/03 Counselor—parent . .
,0k/06 ) Counselor—other L e -
ﬁ 04/09 . ~ Pupil-department chairmen . - 4
{. o4/12 " Pupil-classified personnel
' 05/00 - Pupil-parent
) 05/03 Pupil-other \
05/06 ) _Fa;ent-départment chalrman
05/09 ‘Parent-other ,
05/12 Depertment chairman-other T
06/00 Department chairman- depa&:ment chalrman'

© e




. Value recorded g Coding_category e ;
3 .:} A " .- Dp6/03 . Administrator-adninistrator )

S R "'06/06 E Peacher-~teacher #. . s .
' 06/09 ,' - Counselor-coun&eior . : :> o

.. o062’ \o. . Pupil-pupil . o
-+ 07/00 \\w'; Classified personnel-classified ﬂsrsonnel

BT 07/03 i _Parent-parent . T

| 07/06 . Other-otner o
97/09 - InterpersOnal relationships-roles unspeciYied

;O7/12—1h/1h . Reserved for expansion of key

' 3
.

(Serial numbers 63 ‘through 66, Discrete: Numbers . ) : R

EQEE? Key words, phreses and/or sentences contained within statements
“coded into the following categories (sérial numbers 63 through 66)
‘L _ are to be color coded. A symbol to be nqed for markiné off (color
| coding) data has been assigned to each category. Data coded into
any of'the four categories are to be color coded using the symbol

wvhich corresponds to the category into which the 1nformation has

o~ ' been coded. Since the color code for subject #5, Role Perception,
is RED all symbols used to enclose data coded in serlal block 63
through 66 are to be: drawn u51ng a pen of this color.
“ 'Serial number _ 5 = j‘
N of block . ' Coding category -
L 63 + "Real" role(s) or paired role'relationshipé
' Statements about normative or expected behaviors
. 'l _ B “f ' of persons in a particular role or in a specific
' .~ dyadic role relationship. Brackets [ ] (in RED) ;
will be the symbol employed t8 color code data
. in this category
6k ' "Ideal" role(s) or paired rcle'rclationships

Statements about ideal behavior for persons

kS

-in a particular role or in a specific dyadic
role relationship. Parentheseé ( ) (in RED) ‘
will be the symbol employed to color code data
.in this catepory. -

< | A2l .

RS <
s
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Serial number

of block

| Codingﬁcategorx_

65,- ‘

g6

SUBJECT #6: INNOVATION

Color code: PURPLE

Interrole, intrarole, and interper,sonsl conflict
For purposes of this system conflict is de-? *
fined as diésgreement or tension between two
orrmore "individuals. The intensity of the
conflict:msy vary from minor verbal disputes
to overt physical aggression. All statements~
gbout iutrarole: (con;lict between two or more
persons in the same role--NOT.conflicting ex-
pectations for a particular role) interrole
(conflict between two ormore persons occupying
different\rolee), and interpersonel (conflict

o between persOns in roles not specified) conflict.
Slashes / / (in RED) will be the symbol employed

to -color code data in this category

Interrole, intrarole and interpersonal- conflict

-
- resoJution

Statements aboutthe manner in which the three

types of conflicts are resolved.’ “Quotation

marks " " (in RED) will be the sxmbol employed'

to. color code data’ in this category.

\

(Serial numbers 67 through 70, Discrete Numbers; serial numbers 71

R4 through 75, Additive System; serial numbers 76 through 83; Diserete -

Numbers. Card Type I-only.)

Under "Innovation"

!

are to be coded all-statements about change in insti-

tutional structures and institutional practices. Included are statements

about desired or contemplated changes and statements about changes already

[}
L

o
re
L

~t

4
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| iﬁplemented.f A1l statements contsining infornation'dbout general or ‘spetific.
. . , . / 3 - '
' y o areas of innovation are to be coded "into the appropriate categories in,the :

R 4.

133
.

[
two serial'blocks 71 through 7& and T5. Mt is particﬂlarly important that
the’ specific innovation(s) mentioned in statements cOpied onto the cards bYe

‘. color coded by underlining in PURPLE and written dn the upper left corner . ’
. K /

of the card. "This procedure will faeilitate sorting when several subcate-

‘ ]

gories of’ innovation are subsumed'under,one main' category. Since this set

i

of coding categories is designed to be mutually exclusive, these blocks‘will

¢

o be_used in the Addltive fashion.

, For every statement coded in serial blost T1 through 75 one or more‘
)

_ of the’values’ in serial blocks 67 through 70 and 6 through 83 must be

9
punched. The values in these serial blocks will be used to identify various

eY

aspects of the innovation processes montioned in the statements copied onto
the cards. This set of coding categories.is not designed to be mutually

.+ < . exclusive, hence the Discrete Numbers §ystem 1s used. - ' o

v ' Due to space limltations on Card Type I and the de51rebility of avoiding
/

‘a.third card type, the coding categorles for Subject #6, Innovatlon, have

been located on the card in an irreéuler fashion. Serial blocks reserved
\ - 3 * . !
for the Discrete Numbers system of coding have been separated so that the

‘4

‘ corner serial block 75 can be used with serial hlock'7l through T4 in the
additive fashion. Incorporating serial block 75 into the sdditive system-
thus permits a sufficient nuiber of values to be available for both the addi-

‘ tive systen and the discrete numbers system. While this'change eliminates
the need for an additional serial block with four serial- numbers, which in
turn would require a thirdvcard type, it does necessitate a more cautious

approéch when coding data in this subjéét.

ERIC _" 3:3




; Note: A speciml serial block has been reserved for coding all state-

. ' . ments about the AnthrqpblogyﬂCurrTbulum Study Project (ACSP); .” o

- and ﬁhe Patterns in Human History course. Code statements about{ v

the ACSP under subject #10,only.

) A M N . . - :
< ' ¢
.

General categggx, . : oo . N

N

N o ~ ~ Areas of’ innovation (serial numbers T1 through 15, Addltive<§x§tem)

A1l statements coded under subject #6 Innovation will contain
. .- references to change ih institutional structures and institutional _
' practices. The coding categorias below will be emplbyed to idéntify ,
" the general or specific areas of innovation clted in statements ST
T\copied onto the cards. To facilitate visual reading of .the cards |
jl ‘and addltional sortlng when two or more-innovations are subsumed
| . under one coding category, the specific roles, curriculum, rules _

. or practices mentioned or alluded to in statements are to be color
coded by underlinlng PURPLE and written in the vpper left corner

[

-

| of each card.

Value recorded CodingAcategory

(Currlculum) t
c "0/01 ~ " Curriculum (general category)

v " Statements about curriculum which do not
pake specific reference to general areas
or specific courses. = -

0/02 ' Pocial studies {

All statements sbout social studles courses

' except Patterns in Human Hlstong.

0/03 English, speech, journalism
0/0k Business : o .
\ "~ L/05 Mathematics " ;
' 0/06 : Science ‘ //ﬁ
0/07 ‘ Foreign langusge ;
0/08 Physical education




e 3 T e
vl

, Vaiﬁe recorded ! - deing cat egory

(Curriculum, cont. )

© 0/09° o Industrial arts.
0/10  Fine'arts , S
0/11 ~ Special eaucation , L.

2

PR Btatements about curricula or special courses

’

v ' for the mnntally emotionally and/;>\educ&-

N ¥ tionally hquicapped, the deaf nen-English
.~ e speaking studeng etc. r’f
0/32 . Reserved for expansion of key A
(Roles) : o,
'0/13 Roles (ggneral category)

Statements asbout changes in roles but which

contain no_reference to specific ' roles.

0/14 . Administrative | o .

'1/00 Teaching , S
- 1/01 Student o R

/02 . Classified staff ‘

1/03- ' Reserved for expansion of key ,

f(Rules and practices) o
1/0h - | Rules and practices (general categefy)
4 .Statements about changes in school rules

and school.practices but which contain no

reference to specifié rulgs'and pracfices.

1/05 Attendance

. Statements about change in attendance proce-
dures and practices. Include statements
about changes in cnforcement 6f regulations. .
1/06 Discipline '
Stateménts about changes in discxp]inary '
procedures and techniques.

1/07-1/1h Reserved for expansion of key.




¢

(Serial numbers. 67 through 70, 76 through 83, Discrete Numbers.
Remember: The. numbering of the cat¢gories 'is discontinuous. Code with

kY

caution.) S a ' . v

» ¢

_EQES’ Data coded into the folloving categories (senial-numbers 67
| through 70, 76 through 83) are to be color coded. A symbol to
be used_for,color coding data has been assigned to each of the
geﬁeral categories (InnovationhProceases; External_Forces,
Internal'Forces); Data coded int0~these categories are'to oe
coior coded.using the symbol which corresponds to the gencral
‘category into which the information has been coded. 'Since the o
> ' color code ‘for subject #6 Innovation, is PURPLE all symbols
| . drawn to color code the data are to be‘purple,

s O

General category

Innovatign processes (serial numbers 67 and 68, Discrete Numbers).

All statements about innovation processes. 'Include statements
about process related to the implementation of comgieted changes
and processes related to innovations in progress. Color .code data
in this general category.“Enclose data on the cards coded into’
this general category with the s&mbols I ],(in PURPLE) .:

Serial number '
of block Coding category - .

67 .  Processes ‘”’;/
| Statements about procedures and processes
'related to the proposing, planning, and
implementing of changes in institutional
. ' strgctures and practices.
68 Problems
Statements about the naégie of the problem%_
(a) encountered in past $#novations, (b) con-
fronting'innovations currently in progress und/or

(c¢) anticipated in the implcmentation oﬁfdc irgd
, onjdp!@cmplated changes.




23 .

N

.External forces (serisl numbers 69, 70, 76, and 77, Discrete Numbers).

f ‘Statcments about pressures for inhovation'originating autside the

. o o pulec school. Includes statements containing information about . .
'} . C the extent and nature of the pressures applied by the external S,
| ' ' forces for innopation. Color code all data on the cards coded :

into this general category uslng the symbols ( ) (in PURPL&)

“a

‘/ :1 o Serial nunber ' ' -
c o ef block *Coding category ' ; L
o .. 69 " Federal and/or state governmemtal units .

v | ' o Statements about pressures fromlfederal-or .
" stat€ governments jn the foum of legislation,
. flnancial incentivos, recommendations, etc.
r 0 Gommunlty » R
L ,Statemeuts about nressures orlginating from
C . R ] community groups and/or leaders,. 1oca1 govern-

mental units‘or agents, etc.’ Exclude state-~

. - and individuals for co?mercial or industrial

; reasons. (, ' , .

\ ‘

(Note: Begin using the values in serial block T6 through 79, Dlscrete

. Numbers. ) y . , ) .
) N ‘ -
76 \ Commerc¢ial and/or industrial '
! ' Stateménts about pressuresg originating from.
 commercial and/or industrial sources, both
‘ | local, rcgionai, and natlonal. o
TT Extern change agents

Statéments about pressures from individuals R
or groups of individuals 'vwhose role it is to
c encodragc and help implement change. Include

in this categor¥ statcments aboul local district

consultants from college or university stafyfs, etc.

317

ments aboub pressu?%e brought about by all groups -

o=




Al

Internal forces (serial numbers T8 through 83, Discrete Numbers).

S.atenenls sbout pressures for innovutioﬁ'originating from within '
! 1

the local public school system. Include stétements about the
extent and naturé of the pressures applied by the internal forces
advocating innovation. Color code all data on tﬁe cards coded into
this category with the symbols / / (in PURPLE).

Serial number A
of block Coding category

- T8 Distr}ct administrative personnel .
Statements about pressures for'innovatioﬁ
originating from school board members, dis- *
trict administrators (including-directors of
state and federal prbjébts undertaken by the - ‘
. district), ete. | '
' 79 Local adﬁinistratiye personnel

Statements about changes advocated, supported

and/or decreed by local administrators.

. 80 Teachers
) Statements gbout. pressures for changes brought
N " about by individual teachers or groups of
_ - teachers within the school or school district. -
. 81 Students

Statements’&bopt pressures for changes origi-
nating from individual students or groups of
. - :students in the.local school system.
_ .— B2-83 Reserved for expansion of key.

SUBJECT #7: COMMUNICATION
Color code: BROWN
(Serial numbers 34 through 4l, Card Type II. Serial block 34 through 37
ﬁsed in the Additive fashion; scrial numbers 38 through 41, Discrete

Numbers. )
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. * »
v ’

Under "Communication" are to be coded statements about the frequency,
content and broblems of communication between individuvals or groups of

individuals within the school system. Several aress of communﬂxﬂioh'rélevant

to the investigation (serial nurbers 34 through 37) have been delineated -

below and all statements coded under communication are to be coded into one

1]

of the cbding categories in thig serial block. Since this\th of coding
" categories is designed to be mutually exclusive, this bloc\ Gill be used
. in the Additive fashion. o o\
For every statemenf coded in serial block 34 through 3 oné or more of
l‘the«values in serial block 38 through 41 must be punchedt 'The vaiues in .

this block will be used to identify various aspects of the communication

processes mentioned ip the statements coded. ‘T%is set of coding categories

is not designed to be mutually exclusive, hence the Discrete Numbers system
is used.

General category

"Areas of communication (serial numbe:s 3% through 37, Additive System).

Comrmnication between individuals or groups of individuals m&y"
occur at varions systemic levels. Individual statements asbout
communication at a particular systemic level-are to be coded into
the one appropriate category below. Color code by underlining
BROWN the identity of the communicator(s) mentioned in statements.
In addition, record the samme of the communicator(s) in the upper

left corner of the card.

¥

Value recorded Coding category

1 Intradepartment
Statements apout communication between members
o1 the same faculty deportment.

2 Interdcpartmeqt

Statements about Qommunication between members

of different faculty deparlr-nts.

379




Value recorded

26

Coding category

3 .

10-14

Administration-faculty
Statements about communication between
faculty members and local school administra-
tive personnel. ’

Certificated sqgff—studeﬁts :
Statements about communication between studeénts
and the certificated staff &t the local school.

Intraschool
Statements about communication between persons
within the.school not coded into one of the,
predéding categories. Include all general
statements about intraschool communication.

Interschool |
Statements about communication between

edministrators, teachers and/or students

 at differeni\i;ZOOIS.
District adm}nist tion-local school

Statements about communication between
district administrators and local school
personnel.,
Locai school-community )
Statements about communication between local
school personnel and parents of students,
commugity groups and leaders. ) ‘
District administration-community
Statements about communication between dig-
© trict administrators and persons in the local
school attendance area and‘the community at

large.

Reserved for expansion of key.
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w ! * 4
(Serial:numbers 34 thriough 37, Discrete Numbers.)

Note: Data coded into| tha folléwing categories ‘ar¢ to be col?r coded.

o '
A symbol has been assigned to each of the  coding categFries
below and is tol be used to enclose d%}a coded into ea#h category.

A11 symbols arel to be drawn in PURPEE, the color code,for

|

. : [ -
swbject #7, Communication., =« // i i ™/

; ]

General cat egory . : |

" Communication p}o sses (serial ngﬁé;rs 3& througﬂ 37, Discfgte Numbers ).
/

bout problems.ﬁhd proéesses of communication within
/ ‘ ’

- Statements

the school system. A ;h
Serial pumber . g l , |
of block Coding category

34 Processes/procedures !

Statements about formal and info?mal communi—
cation procedures, nature of comﬁunications,
frequency with which informatiod is communicated,
etc. Brackets [ ] (in PURPLE) will be employed
to cqior code data coded into this category.

35 , Problems
Statements about the inadequacy of ooumunication,
lack of communication channels, etc. Parentheses
( ) (in-PURPLE) will be employed to mark off
data coded ‘into this category. |

36-37 Reserved for expansion of key.

SUBJECT #8: MAINTENANCE AND SOCIAL CONTROL
- Color code: BLACK

(Serial numbers 42 through 46, Additive System; seriel nwibers 47 through

58, Discrete Numbers. Card Type IT only.) ;
[}

Under "Maintenance and Social Conirol" are to be coded all stalements

3]
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‘e ~dbout resistance to chanqes in tnstitutional structurescand'institutional
practices, Statements gbout agents ard mechanisms of socisal .control are to
‘be included also. All statements about the maintenance of institutional
practices and structures are to be coded'into the appropriate cetegories'
in the two serlal blocks ‘42 through 45 and the block containing the single Q
" number’ 46. Once again, it is particularly important that the specific
institutional structures (ceurses, roles, rules and practices, ete. ) ment;oned
in étetements'copied onto the cards be color coded by underlining, BLACK

)

and written in the upper left corner of each card. This procedure will

3\

facilitate sorting, espcclally when several statements about two or more

areas of maintenance are coded into one coding category. Since this set ¥

of coding categories is designed to be mutually exclusive, these blocks will

R v

 be used in the Additive fashion.
For every statement coded in serial blocks 42 through 46 one or more of

the velues in serial blocks U7 through 58 must punched. The values in this'

. A '

block willbe used to identify the various agents of control, sources of
resistance to change, as well as the mechanisms utilized to induce confornity
to existing institutional structures and practices.

General category

¢ Aress of maintenance {serial numbers 42 through 46, Additive System). ¢

-

—

" All statements coded into subject #8 will cortain references to
sccial control and maintenance of institutional structures and
practices. Of particular interest are statements ebout the control

v ' of behavior viewed as deviant by one or more persons and data
about resistance to contemplated or alrecady completed changes in
the arcas of curriculum, institutional roles, rules end practices.

The coding catcpgories below will be employed to identify the éeneral
\ ,

-~

oy o
Q db{z




or specific areas of maintenance cited in all statements copied
onto the carda that are coded under this subject. To facilitate
viqﬁbl reading of' thecard and additional sorting when two or

more areas of maintenance are subsumed under one cqding category,
the specific roles, rules, practices, ‘and courses j:;tioned or
alluded to in statements are to be color coded by underlining BLACK
and—writteﬁ in the upper left corner of each card. -

"Value recorded f'ba'{iinicateu

(Curriculum) :

0/01 Curriculum (general category) | Q;
Statements “about curriculum'which do not
make specific reference to general areas

_ or specific courses.

0/02 . Social studies

| Statements about all social atudies courses

except Patterns in Human History.

0/03 English, speech, journalisa.
0/0k4 Business

0/05 . ' Mathematics

0/06  Science

o/0T Foreign langusge

0/08 Physical education

0/09 Industrial arts

0/10 Fine arts

0/11 Special education

Statements about curricula or special courses
for the-mentally, emotionalky'and/or educa-
tionally”handicapped, the deaf, the non-English-
Speaking’student: ete.

0/12-0/14 Reserved for expansion of key.
(Roles)
1/01 " Roles (general category)
“ Statements about the maintenance of roles

but which contain no reference to specific roles.




t

’ " Value recorded. Coding category

» | 1/02 | Administrstive | "" ‘\ -
o 1/03 Teaching ‘ .;“ T
1joh Students ' ' _ . R
| . 1/05 © Clebsified staff © |
/ ' ’ 1/06-1/08 ‘Rourvk for expansion of key . .

, (Rules snd prcctice-) ‘&
| 1/09 . Rules and prlcticol (gonorul cntogony)
| | Btatements about the laintonnnce of school
. rules and practices bdut vhich contuin no
‘ , rcfbrenco to specific rulcq ‘and prng?icna.

‘ 1/10 . Attehdsnce L
, - - Stqtencntl about the nnintenanca of existing |
. ‘ ‘ o attendnnco procedures and ?i:ffisglL\\' o .-
1/11 . Discipline o

Statements about the nature of the discipline
. employed to induce conformity to existing
" rules and/or expectations. Also includé all
statements about the maintenance of existing
disciplinary prnctice;. ! '
1/12-1/14  Reserved for expansion of key.

(Serial numbers 47 through 58, Discrete Numbers.)
Note: Data coded into the following categories are to be color coded.

A symbol has been assigned to gach of the general categories

(agents of control and maintenance mechanisms) and is to be used

to enclose deta copied onto the cards. Since the color code for
' subject #8, Mai;tenance and Social Control, is BLACK, all symbols
drawvn to mark off the data are to be black.

General category-

Agents of control, sources of resistance to change (aegial numbers 47

through 52, Discretc Numbers).

L4

Into this category are to bhe coded all statements about the sources of

b




'.' _\\ v fesistancé to desired, anticipated, or already completed changes.
h | ‘Include statements about agent(s) controlling or attempting to

. ) control*behavior vieved as deviant by one or more individuals or
group or individnals w1thin the school system. The specific agents
or sources mentioned or alluded td in statements copied ‘onto tha
cards are to be color coded by underlining in BLACK and written in
' the upper:left corner of the card. Brackets [ ] (in BLACK) vill be
the symbol employed to enclose data’ copied onto the lrds codod ‘
into this general category.

Serial number . ) : . : \\\\
ot'bloqk Coding category ‘

- CY " Administrative staff . \ K
' Statements_containing references to school
board members, district administrative staff,

. | or local administrative personnel.
48 Teachers
v L9 Students )
50 ~ Parents of students | N
51 Commnity groups aﬁd/og leaders
' o 52 Federal or state legislation and/or pressures

Maintenance mechanisms (serial numbers 53 through 58, Discrete Nﬁﬁbera).

Statements about the‘control mechanisms employed or available to
induce conformity to existing structures. Data coded under |

. maintenance mechanisms are to be color coded. Parentheses ()
(in BLACK) will be the symbol employed to enclose date copied
onto the cards coded into this general category.

4 Serial number

of block Coding category
53 Appeal to authority

Statements indicating appeals to aﬁthority

for corroboration, decision or vindication.
5k Gossip

Statements containing references to gossip

as a means of social corntrol. .
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7”7

Serial number .

' of block Coding category o )
\ .55 Appeal to custom and tradition
\\ , .- Statements containing appeals or references

to the estabiished manner of fulfilling one's
role, teaching a courac, ete. !
56 Sanctions ' , |
All statements about sanctions ranging from -
minor verbal odmonitionl or rcprillndl to
physical coercion. _
ST Apathy, inertia . !
Btatemontn containing roferoncel to & lack
of desire for and/or motivation to change.

M ’
.o
b4

4
1

58 Reserved for expansion of key. .

SUBJECT #9: SCHOOL GROUPS
, Color code: ORANGE

(S8erial numbers 50 through 62, Additive §xstem, serial nunbers 63

through 79, Discrete Numbers . Card Type II only.) '

For purposes of this system a school group is any group comprised of
incuabents of one or more ofthe general or highly specific roles delincatcd 24
\~1n subject #5, Role Perception. School grouop may be 1q§ormal such as a°

tricndchip or clique éroup or quite formal anquosseas a wvritten constitution
,confdinins explicit rules governing the activities of the'group and . the
behavior of its members. S
Under \QE?ooi Groups" are to be coded all st?temegta‘about groups within
'the school. All erplicit or manifestly implicit statements about specific

]
groups are to be coded into the appropriate sub-category under the general

~ category, School Groups (serial block 59 through 62). 8ince the coding




\

categories in this serial block are'deaigned to be mutually exclusivé, the

-
1]

"block will be used in the Additive fashion. s i

For,evgfy statement coded i

serial block $§ through 62 one or more of -
the values in serial blocks 63 through 79 must be punched. This block of
numbers will be cmployed to identify \comments contained withig‘coded stete~
menté\gbout the qualities and other general cheracteristics of each speciftz
group.\\mhese coding categories are not meant .to be mutually equugive; any
one or agy‘EGMbgnatibn of these items ma& be coded at the same time. As a

result thgse blocks are-to-be treated as Disciete Numbers,

Note: If any statements gbout appropria@e and/or expected behavior
| for particular role incumbents in a school group indicate that
the same.expectaxions‘appl§ to all persons infoge of the role(s)
delineated in subject #5, the statemen£ is algo ¥§ be coded i£to'

‘ the:appropriate "Role Perception” category. =

General category ) ' L :
1 (o4

School groups (serial numbers 59 through 62, Additivestt?m).

All statements which contain references to school gro&ps. The
,specific groups mgntioned in statements copied onto the cards are
to be cblor coded by underlining in ORANGE and written in the
upper iéft corner of the card.

Value recorded . Codigé category
(Adult groups)
1 Faculty-administration groups (misckllaneous)

'
1

Statements ebout all formal and informal
faculty and/or asdministration groups excludihg
those listed below.

2y Faculty department groups
Statements about faculty department members

as e group.

o
ce
w




Value recorded  Coding catego :
3 “ ‘California Teac ere Aasuﬂiatfon (CTA)
' Statements dbout the CTA’ and/or one or both
of its two lpcal affiliates, the Sunnydale
, Teachers Aa;ocigtion {8TA) and the Sunnydale
' High Teachers Aichinxion (ETA). : ,%
' American Fédnrstion\of Teachers (AFT) :
. , Statements about the AFT and/or its local .
L o - | o affiliutc. the ?pderamion of Teachers.
| 5 Parent Teachers Association (PTA)
© '+ Statements about the national, state, and, °
in particular, local PTA organizations.
\, | 3 - Parent and community groups (miscellaneous)
\\~ 7 L Ststements about all formal and informal !
_\* - P ’ parent and community groups that have some

R

g ,rolation to -the school. Exclude statemcnts
| about the PTA.
(Student groups)
T Student goverrment
| Statements sbout the student council end’

other.organé of student government. -

8. " Student social clubs ‘ |
»Séatemepts ebout all student clubs or grqups

' that have been organized primarily for re-:
/ L creational or other social purposes. T

9 Student ethnic clubs .
Statements about clubs or groupg re;tr{pted :

/// : ) to or primarily established for persons of
X ‘s particular rac?al or ethnic group.
10 ’ o "Student service clubs
. \ Statements about clubs or groups that have
' been organized to provide specific services

to the school or community.




o
-4

Value.recofded Coding»caxegpry i p

11 Student groups (miscel’aneoua)
, | . Statements about all student school groups
o . other than those mentioned above,
'12-1k Regerved for expansion of key. p

< (Serial numbers 63 through 79, Discrete Numbers.)
Note: All informatiqn copied onto cards and coded into the following
categories is to be color coded. ‘A symbol has been'qsaigned~to ‘,-

each of the general categories (charecteristics of group members, '

e

group relationships, and general orientation and ettectiveness)

- and is to be used to enclose data coded into the subcategories

'l

.o un'sr each. Since the color codelfor subject #9, School Groups,

is ORANGE all syﬁbols dravn to mark off data are to be drawn

.t

using an oranse-colored felt pen.

‘ . éeneral category
Cheracteristice of group members (serial.numbers 63 and 64, Discrete

t

Numbers).

\]

Statements about the characteristics of members belonging to specific
' . : school éroups.» Do not include stamemehts about the characteristics

of an individual who happens to be a member of & partlcular group
unless the qualities of the person described are explicitly ascribed
to many or all me@bers of the group to which the individual belongs.
Color code date in this general category. Brackets [ ] (in ORANGE) _
will be the synb¢l employed to enclose data copied onto. the cards k
coded into this general category.

Serial number
of block Coding category
63 Demographic attributes
Statements ebout the age rangcs, racial and
////. . sex composition of group members.
N

- | 339
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3 o | Serial number . , | -
' of block Coding category :
| : 6h General characteristics
v ' - ~ BStatements sbout the personal qualities

and other chsrccteristicl of group m.:-. ,

' Group relationships, group activities (serial numbers 65 through 75,
Discrete Numbers). | :

Statements about (a) structure of relationlhip-. both Zorwmal and
informal, between group members; (v) relationships betvesn members
of different groups;and (c) customs and activities of the various
groups. "Color code date in this general cstogory. Parentheses
() (4n- ORANG!)W?.N\IM the symbol employed to enclose data copied
onto the cards coded intr this general category. -

Serial number
of dblock Coding category ,
) 65 - Formal entrance procedures and requirements
. - ', Statements about ontunco procedures and
‘ | requirements formally ltl.t.d :ln an official
. : . group document . ‘
- 66 K Formal structure of relaticns betveen members
Y ! Statéments about relations betveen group
\ \ members formally stated 1n.o.n-ot‘ricihal group
document . .
, 67 Informal entrance pi'dcedures and requirements

Statements about ‘entrance procedures and
~ requirements which are not formally stated
in an official group document. Statements
\ ' about entrance procedures and requirements
for school groups which do not possess a fomui,
constitution but which are homﬂy pa.tterned
to bve ﬁoded here.




. Serial nunber | :
. ) of block : Coding category

4

68 Informal structure of relatiqns bétween members
Statements about the struéture of relations
other than those formally specified in an
official group document. Include also state=-

iments dbout the structure of relations between
members of school 3roupa wvhich do not possesas .
a formal constitution but which have heavily .-
, patterned relations between.members. )
69 : Qualitative nature of relationships betvean meuberu -
' | A1l statements about the qualitative nature
of relationships between group members. "
10 Qualitative natu}e of .relationships between ncmbers .
and non-members ' '
s v Statements about the qualitative nature or '”-
relationshipa between individuals belonging
- ‘ to different groups.
T1 - Socialization |
JStaxements~aboéx the pr%pess of inducting'
' individuals into the group.
72" | Social control
Statements about rules governing the behavior
of group members. Include also statements
' ‘ about the nature of the sanctions impoged for
5. . viclation of rules. ,
73 Customs and activities
Statéments about activities of the group
5 | S regarded as habitual, seasonal, customary, or
patterned. Include statements about customary
activities in which there is uo awareness of
custom or pattern.
Th Group as /& unit as in intergroup relations,
m”St9§!ients about groups or representatives of
\ ' -differentmgroups in interactive situations. . v

s
74

41




Serial number :
of group Coding category
T5 Cliques

-Statements about groups not. formally con-
stituted held together by common vested

*interests, goals, or friendship. The primary
purpose of this category is to provide a means
of retrieving statements about significant
clique groups within the school.

General orientation and effectiveness (serial numbers.T6 through T9,
Discrete Numbers).
Statements about grow; goals or position on specific iscuec as
well as general group effectiveness in achieving desirved ends.
Color code data in this general category. Slashes / / (in ORANGE)
- will be the symbol employedato enclose data copied onto the cards
coded into this general category.

Scerial nuﬁber
of block Coding cabtegory

76 ' Group position or group oricntévion
Statements about thce pbsition or orientation
of the group with respect to specirfic edﬁcé-

‘ tional, political, and other issues.

TT Group effectiveness
Statements about the ability or erffectiveness
of the group in achieving stated“soals. Include
all evaluative statements about groups.

765-T9 Reserved for expansion of key.

SUBJECT #10: ANTHROPOLOGY CURRICULUM STUDY PROJECT (Acsp) !
Color code: None

(Serisl numbers 80 through .83, Additive System. Ca=d Type II only.)

Under "ACSP" are to be coded all'statéments about the ACSP. Included

LY
f 3
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Historv course, resistance to implementation of the course, perceptions of
. H
ACSP personnel, etc. Since the set of coding categor;es,ﬁelow is designed
. _ C f
to be mutually exclusive, serial block 80 through 83 is to be used in the
Additive fashion.
General category
ACSP persdnnel v

Value recorded Coding category . N

1 - ACSP personnel

Statements about informents perceptions of
ACSP staff members in the local school.

ACSP course implementation

Value recorded Coding category

\ S

e Implementation processes
General and‘specific statements about
implementation procedures and processes.
Include statements about the activities
of the principals involved.
External sources of support for and/or resistance to the ACSP
Statements about the nature of support for and/or resistance tc

implementation of the ACSP course by forces external to the school.

Value recorded Coding category
3 Parents of students
4 Community groups and/or leaders

Internal sources of support for and/or resistance to the ACSP
Statements about the nature of sﬁpport for and/or resistance to
implementation of the ACSP course by forces within the local school
system.

Value recorded Coding category

5 District administrators

Local school administrators




SN \ . . : : )

. \ Lo
\ .
E "Value recorded Codiqg category
| 7 ' Counselors | |
8 Teachers-social studies department
9 Teachers-all ather: departments
E ' 10 Students o
| 11-1h Reserved for expansion of key

SUBJECT #11: BELIERS

Color code: BLUE

(Serial nusbers 8l through 87, both card types, Additive System.)

Under "Beliefs" are to te coded ali_explicit or manifestly implicit
statements of belief. Beliefs, as defined herein, refer ta the individual's
psy: ologicelly real and generelized conceptions of nature, self, thé huﬁan
and hon-human environment and his relation to it.

Because expressed beliefs are most like&y'to b2 contained within state-
ments coded under any of the maJor~sdeects, categoriés for coding beliers
have been located in the same place on both card types. This arrangement

will eliminate the necessity of recopying many statements for the purpose
. of coding the beliefs.

All data coded under "Beliefs" are to be color coded. -Brackets'[ ]
(iﬁ BLUE) will be the symbol employed tb éolor code date on the cards-coded
under this subject. The coding categories in this subject are designed to
be mutually exclus}ve, hence the serial block 8l througﬁ 87 is used in the ‘
Additive fashion. S | |
General category

Nature of man

Value recorded Coding category'

1l Characteristics of all humans




Group characteristics

Stateménts expressing beliefs about the characteristics of groups.
To facilitate visual reading of the card and additional softing
A when-expressions of belief about two or more groups are coded
‘under the same category, the specific groups mentioned in state-
‘ments are to be color coded by underlining BLUE and written in
the upper left corner of the card.

Value recorded Coding category
2 Age groups
‘ Expressions of belief about groups of people

who are differentiated by age.
_ ) _ 3 Focio-economic;!ethnic, racial _

/ ' Expressions' of belief ebout groups of people
vho are differentiated by socio~economic
factors, ethnicity, and race. Of particular
interest are expressioné of belief about élacks,
Whites, Mexicans, North Sunnydale residents,
South Sunnydale residents, etc. '

\ : L Inherent ability
Statements of belief about groups of people
_ differentiated by levels of inherent ability.
5 Role | ‘

' Statements of belief about. people differentiated

by role._ Of particular interest are expressions

of beli;*\gb

teachers, students, etc..

out admlnistrators, counselors,

6 Reserved for expansion of key.
Metaphysical
Value recorded » Coding category
T Nature of reality

Expressions of beliel about the orderliness

of theuniverse, nalurce of bBeing, cte.

<
E

(A
i~y
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Beliefs about process

Value recorded Coding category

8 - Learning
| Statements of belief about the learning process.
9 Teaching '
Statements of belief about the teaching proceas.
10 Change '

Statements of belief about the manner in which
change is initiated, sustained, and halted.

Beliefs about institutional structures

. Value recorded Coding category
11 Curriculum
"Statemcnts of belief about specific courses

- und the curriculum structure in genergl.
12 Institutional role structures
' Statements of belief about the role structure
in the school.
13 Physical structures, ‘materials, ete.
Statements of belief that relate to all aspects
of’ the non-human school environment.

SUBJECT #12: VALUES

Color code: dREEN

(Se;iél numbers 88 through 91, both card types, Additive System.)

I'nder "Values" Are to be coded all explicit and manifestly implicit
staxemepxs of value. Values, aé defined hereiﬂ, refer to the individual's
basip motivational patternﬁ or his predispositions to act in certain patterned
ways in specific situations. Statements containing beliefs are to be double
coded in one or more of fhe'value categories when references to the situations

and/or objects contain positive or negative feeling-tone.
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Because. expresaed values are most likely to be contained within state-

ments coded under eny of the major aub.jecte categories for coding values -

have been located in the same place on both card types. This arrangement

"will eliminate the necessity of recopying many statements for the purpose

of coding exprenued-veluee;

Data under "Values" are to be color coded. Brackets [ ] (in GREEN)

o}

vill be the eyﬁbol employed to color code data on the cards coded under

"Veluee . The coding categories in this subject are designed to be mutually

exclusive, hence the serial'block 88 through 91 is used in the Additive reshion.

~ General category
Interpersonal values

Value recor@ed

o

Coding category

1

~Altruism

Admiration and support
Statements of value that relate to the
importance of receiving support, kindness, /
and admiration from other human beihge.
Dominance, leadership
Statements of value that relate to taking
the initiative in social situations, exerting
dominance over others. |
Independence
Statements of ‘value that relate to—tmdependence,
being free to do what one wants to do in one's’
own Way. | ' ‘ ‘
Conformity
Statements of value that pertain to the im-

portance of conforming to group norms.

Statements of value that relate to the import-
ance of helping others; ensuring that the
values of other humans are setisfied.

347
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Personal values

All explicit or nnnifeatly implicit utatements of value that
involve the manner 1n which the individual orients himself tovards ~

the problun of cvorydny living. K

Value recorded Coding category
6 , Achievemen:/academic orientstion
Includes statements sbout the value placed
upon the conpletlon of challenging or assignod
responsibilitien, willingnesa to do the best

Job that one can, et:.

T - Control over self
Statements of value involving the {ndividual's
control over self and one's own belongings.
Includes statements of value pertaining to

) individual maturity and integrity.

8 " Variety '
giatements of value thet pertain to individual
propensity to experience the new end upususl

Al

4

> end to strixe out on one's own.

Object values

Statements of value pertaining to human and non-~human objects
associated with < nsummation of personal and iaterpersonal values.
Includes all statements of value as they relate to institutional

utructqres.

Valve recorded Coding category
9 ‘. Curriculum
Staﬁements of value that relate teo apeci}ic)
courses or the curriculum structure in genersl.
10 Institutional role structure

Statements of value that relate to specific
social roles amirole behgviors.

11 Physical structures, materials, etc.
Statements of value that relate to all aspects
of the non-human school environment.

318
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STRATEGY FOR CODING

(1)

(2)

(3)
(4)
(5)
(6)
(1)
(8)

(9)

(10)

Reviﬂu this manual, especially Appendix I, the suamary of typologies

[net reproduced here], to increase sensitiyity to the items being

sought, . ‘ .

Write down the pertinent ati@ément on the cards. Wnen & significant

{

{tem has been identified, copy it in enough detail and length to

ensure an accurnte re-re;d‘ng by othera. In copying the item be

‘sure to maintain standard usage of douhle and single qnotation

marke , bracketl. and ellipnes. It must be clear to other: not only
vhat wvas meant by the informant but what were his words nn?,vhich
vere the ccmnentn provided for clarity by the cod;;. B

Indicate the lource of the item by providing a clear citation of
that source. ‘

Indicate the date upon vhich the material was initially collcéted.
Initial the iéem s0 that your wo:k'cin be identified.

Fi11 out the toﬂ margin of ;acﬁ card. Begin coding by work}ng
through subjects 1 through'h.v o

Defer punching the card until the coding is complete and the holes

to be punched have all been marked.

Defer color coding of the data until all holes have been marked and
punched, |
After having coded the obvious material, glance down the 1ist of
typologiei to check for any omissions. P

In the early stages of coding the typology of beliefs and values

will be minimal. In order to develop a typology for both subjects,

349
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16
n_notebook is to be kept in whucﬁ the evidently significant 'béliefs
and values nr? entered vifh an indication of their frequer;cy and
citetions of the appropriu.te Entry Numbers. Arte'r' a convenient
body of data has been ‘processed, this material will be su‘bJected

to & low-order analysis and the more acbviously significant beliefs
and values will be codified for inclusion in all subsequent entries.
Thil approach will be maintained throughout in order to pemit -
the revi‘afof the code developed,'.\. | '

In a,ddition to a notebook for beliefs and valuea, a separate noto-
book 18 to be kept in vwhich ideas for dats analysis are to\be\

entered. Th_ese ideas vill then become the subject of periodic

revi,ew.
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., Appendix II

. , |
! . Master 'List of Key Informants
‘ ' (A1l names omitted)

. Certificated staff

. ’ Value recorded - . Value recorded
Administrators . 00/01 Teachers (science) =~ 02/06
_— 00/02 . 02/07 -
00/03 - oo S 02/08+
00/0k4 ‘ 02/09
- 00/05 | 02/10
Lo . 02/11
~ Counselors 00/06 ' - 02/12 ¢ _
S 00/07 ) ‘ » B
00/08 Teachers (mathematics) 02/13
100/09 - u 02/1k
1 00/10 . . 03/00
00/11 | 03/01
- : : A ' 03/02
Teachers (social 00/12 03/03
" studies) 00/13 : ‘
, 00/14  Teachers (physical . 03/0k
© 01/00 education) 03/05
01/01 C 03/06
01/02 ‘ ‘ 03/07
01/03 ‘ 03/08
01/04 ' . 03/09
01/05 ' ? 03/10
01/06 ' 03/11
01/07 : : )
Teachers (business) 03/12
Teachers (English) 01/08 - , 03/13
3 : 01/09 03/1k; .
01/10 ~ ok/oo
01/11 oL/01
01/12 - ok/02
01/13 - 0L/03
_01/1k4 . ok/ok
02/00 ok/05
02/01
, 02/02 Teachers (industriel ol /06
| - 02/03 arts) . ok/07
o2/ok - ok/08
02/05 0k/09

ok/10




Teachers (fine arts)

1

Teachers (EMR/JZ%ZI:; ‘
| . educstion)

. Peachers (foreign

language)

Value recorded

ok/11
- ok/12
Oh/L3

- ob/1k -

05/00
05/01
05/02

05/03
05/0k4
05/05
05/06
05/07
05/08
05/09
05/10
05/11

05/12
05/13.

Teachers (homemsking/ __, 05/1k

- food service)

; Teachers‘(nurse)

Teachers (driver

education)

06/90
06/01

06/02
06/03

oIt
e




APPERDIX B

SEATING ARRANGEMENTS IN CLASSROOMB' IN WHICH PUPILS
SELECTED THE SEATS OF THEIR CHOICE *

RONT R FRONT
B B - - : MW i\\n -
B B B B. M - == B B
B\B B - B "W M o o B Y
B —_ B M N W ‘= B B .B
~ B, B -~ M M "M B w= M
- B e e e= M - M - M
Drivcr-Educaxiog . ] ~ Typing I
(Paired with Black Studies)
| ‘ Yy
x
FROST .7 rros
B B 0 M W M 0 B B
‘M B . M - : M v oW o0 B
v (?) B M M == == B M
M - W M ' M M B = ==
- 'B - M 0(1) | B B B B -
B BB B M M B == =
we B B o=
English 1llth :v Driver Education

* Symbols used in this appendix denote the race or ethnicity of pupils: M=Mexican; -
Wiwhite;(B-Blcck; 0-Orientals (includes Filipinos): (?)=race or ethﬁicity uncertain

N 1

o,

. s
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FRO'I!T
M
M
M
w(t) e
M

Browvn Studies

FRONT

- M - WoOW

"B B 0O == B
B M 0 M -
' B M M M W ?
- LB B - -
e B em - M

+

Driver Education
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'English 10th
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_ Science 1l : ) _ ' Algebra I
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_CONCEPT RECOGNITION IEAT . (CRT)

This test has baeq designed to help siudy,the ways in
which high school students learn knowledge in social studies. / ““h“
The results will not affect your grade in this course in any
way. . | S

Do not ’wr'i te in thi%\ booklet.. All of you‘r answers al

to be marked on the answer sheet provided. Your teacher will

\___‘,"’

give you instructions as to how to fill in the information
needed on the answer sheet and how to mark your answers.

Your best thinking and serious participation will be

extremely helpful.

This material is the property of

the Anthropology Curriculum Study
Project. Usage is restricted to

experimental purposes only. Not

to be reproduced in any form,




Questions 1 through 20 are presented in the same way. Each question will.glve an
underiined word or phrase. - It will then sk you to pick out one answer (from a
list of five Items) which Is either an example of the underlined worc or phrase
or is not an exampie of the underlined word or phrase.

Here Is a sample question. This is Sample Question A.

Sample Question A. vehicle: Which of the follow[ng_li_gp example of a vehicle?

1. a cup'
2. a bed
3. a truck

b, a flower ,
5. none of the above are examples of vehicles

Notice in Sample Question A that the underlined word. is vehicle. Item 3. is an
example of a vehicle and is the correct answer. Note. that if Item 3. was not a

vehicle, then ltem 5. would have been the correct answer.

Here is Sample Question B. Sample Question B is different.. It asks yéu to pick
out the answer which is not a vehicle.

Sample Question .B. vehicle: Which of the following is not an example of a vehicle?

a truck ' ' .

1.

2. a car

3. a train

L, a flower

5. all of the above are examples of vehicles.

[ N
Notice that the underlined word is still vehicle. Iitem 4, is not an example of
a vehicle and is the correct answer. Note that if ltem 4. had been a vehicle
(1ike "airplane', for instance), Item 5, would have been the correct answer.

Remember, choose only one answer for each question.

Before you answer each question be sure you know whether it is asking you which of
the five possible answers is an example of the underlined word(s) OR whether it is

asking which of the five possible answers is not :an example of the underlined word(s).

L BV - v
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* l. périculture: which of the following is not a type of agriculture?

. sheep herding

cloth weaving !

grape growing

wheat growing . :

all of the items above are }Vpes of agriculture

VI £ N =

-

2. division of labor: Which one of the following would most likely show the
great amount of division of labor (human labor)?

.cattle farm

car factory

barber shop
hunter-gatherer society
grzcery store

WMt N -
[ Y- B TR O

3. natural seiection: Which of the following would not be an example of
natural selection the way this idea is used in the

theory of evolution?t

1. Dinosaurs died out because they were not equipped to deal with
the problems that came with a big change in climate.
2. A heavy rainfall flcods a river and the people move thelr village,
- 3, Dark-haired rabbits slowly disappear from a place where there is
snow most of the year. ‘
4. When prehistoric human beings began to use tools, human trait.
useful for successful tool using became more developed.
5. All of the above are examples of natural selection the way this
‘ idea Is used In the theory. of evolution.

4. inference: In one of the following examples the pupil does not make an

inference. In which example is no inference made by the pupil?
i 1. A pupil lcoks at a picture of some tools made by prehistoric

people and then describes the clothing they may have worn.

2, A pupil reads a poem written by a Japanese poet and uses certain
lines in the poem to draw some conclusions about the weather in
Japan, zven though the poem does not describe the weather.

3, A punil looks at a picture of some people and describes the

clothing they are shown wearing.
L., A pupll examines a list uf the main products of a country and then

uses that list to make a list of some of the social positicns

: people have in that country.
d 5. None of the pupils in the above examples make any inference: .

— ——




5. soclial position (or '"status position"): Which of the foflowlng is not &
social position (sometimes called "status position"T in

American socnety?

. garbage c
brown=-

"doctér , .
teacher ’ ‘ L
all of the above are social positions in American society ’

W B\ N =
L -

A}

6. environment: Which of the following is not a part of our environment?

] the weather

2. traffic laws

3. . teachers

L. air pollution

5. all of the above are parts of our environment

7. adaptation:. Which of the following is not an example of adaptation?

1. People wha live in peasant villages are often very suspicious of

strangers.
2. Eskimos sharpen their bone knives by ltcknng them. ' The saliva on

the bone quickly becomes ice and provides a sharp edge.
3. Large societies usually have written laws.
L, The air we breathe is full of all kinds of dirt and harmful solid .
particles we cannot see.
5. Twenty thousand years ago some prehistoric hunters slowly moved
' south as the climate gradually changed from warm to cold.

8. social environment: Which of the following is not a part of our social
environment?

the weather

a person's family

traffic laws

the ways pupils are expected to behave in school
clothing styles

(8 2 B ol WL B N I
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9.  hunter-gatherer society: Which one of the following is usually found in a

10. artifact:

1.,
2"
3
k.
5.

&

hunter-gatherer society?

- - \
There are extreme differences in the wealth of the adult membrrs
of the society. :

The privileges people have in the socicty are based mainly On\
their age and sex. ‘
A few people in the society have most of the power. .
There are a great many different kinds of jobs, each done-by a
different person; most people, do only one-kind of job'. -
There are a great variety of social positions. ‘

|

. v .
Wnich of the following is an artifact (according to the way
archeoldgists use the word artifact)?

the weather

hunger

pencil : : _

the ways doctors are expected to act toward patients

none of the above items would be called an artifact by an
archeologist .

.

D)

11. biologica! character stic: Which of the following is a biologicél

1.
2.
3.
L,
5

characteristic?

a traffic regulation

skin color.

hair length

shoes

a pupil's score on a reading test

{
12. technolagy: Which of the following Is not part of technology?
p=

1.
. 2.
3.
L.
5

a stone axe

an electronic computer

the process of making stee]

alowing a field with a wooden plow pulled by an ox
a1 of the above are part of ''technology''.

W
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which of the following does not~teld the function of something?

In the last million years man's brif;Shgs become increasingly
more developed. R '

such as a flag or emblem, often helps

members of a group to feel a sense of group=belonging which
assists the group in working together. '

 Walking erect was very uscful to prehistoric humans in spbtting

animalé hiding in tall grass.
The hostility some peasant groups crpress toward strangers often
assists these groups in. keeping certain information from the

‘tell the function of something.

ologist: Which of the following men ig,dotng what an archeologist
normally does? ' .

studies race-relations problems in the United States.

A man-lives with and studies & hunter-gatherer soclety.

+ 13. function:
1.
2. The use of a symbol,
3.
b,
government .
5. All of the atove
14. arche
1. - A man
2.
3. A man
L., A man
5.
15 objective description:
1. '"The picture
other on the
2. '"The picture
3. ""The picture
L, "The picture
- &, "The picture
: childtren."
16. objective description:
1. 'The picture
other on the
2. '"The picture
3. ''The picture
L, "The picture
5. ''"The picture

children."

. a one sentence description of the picture.

studies and classifies butterflies.
studies the human body
None of the above accurately describes what

.and how it works.
an archeologist does.

They each write
Which

one of the descriptions below is the ieast objective
description? , s——

Five pupils are shown a picture.

shows two children and two adults sitting near each
floor."

four peoplie just sitting and doing nothine "
four people sitting around wasting time."

a family sitting and thinking about something."
four people~--a mother and father and their two

s

shows
s hows
shows
s hows

Five pupils are shown a picture. They each write
a one sentence description of the picture. Which
one of the descriptions below is the most objective
"description,

shows two children and two adults sitting near each
filoor." : ;

shows four people just sitting and doing nothing."
shows four peopif sitting around wasting time."
shows, a family sitting and thinking about something.'
shows four people--a mother and father and their two
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17. role: Which of the following does gég’describe part of a person's role or
. a group of people's role?

1. All the people in the kingdom bowed to the king.
2. Privates in the army must salute their superior offiters.
3. People who earn money in the United States are expected to

pay taxes. .
4. People who smoke cigarettes have a greater chance of getting “
. . diseases of the lung than people who do not smoke cigarettes. o
- 5. At many schools, pupils are not allowed to call teachers by their
‘ first names in class. ‘ > :
Ny ¥ .

\

18. hypothesis: In which of the following examﬁles does the pupil not make
¥ ~ an hypothesis? :

1. A pupil looks at a collection of stone tools. The shape of
several of the tools suggests to him that the society in which
the tools were made had. a written language. The pupil tries

" to find mre evidence to help him decide if the society did
have a written language. '

2. A pupi) looks at a collection of stone tools. He has an idea that
“the pedple who made them lived in houses and not in caves. The

: ' oupil later finds that the tools were found in a cave by an

‘ archeologist.

3. A pupil looks at some things made by a group of prehistoric people.
He has an idea from looking at the things that the people did not
live in ce.es. Later he learns that near the place where these
things were found, the remains of sun~baked mud walls were also
found. The pupil feels certain that he is right.

L.' A pupil reads a story about a village in Southeast Asia. He looks
for more information about the people who live in the village. He
finds more information in several places and learns all he can about
the village.

5. A pupll reads a story about a village in Southeast Asia. As he
reads the story he begins to think that the village is what an -
anthropologist would call a 'peasant’ village. While he is finishing
the story he looks for more evidence to tell him whether or not this
is a '‘peasant'’ village._

k]

19. cultural charactervistic: Which of thé following is not a cultural
characteristic?

The language a person speaks.

The number of kinds of jobs found in a society.
Using chopsticks to eat with.

The amount of scientific knowledge a society uses.
A1l of the above are cultural characteristics.

VT
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20. surplus: In which of the following examples is there a surplus of food?

1. There-is just enough food to feed everyone in the village.
A Nobody goes hungty.. . - ‘ _
2. There is a shortage of food in the village. Most people are
hungry. Some have starved to death. Many are i !
3. The village people are well fed. Nobody goes hungry. The
village trades some of {ts food to the city in exchange for
mariufactured items. :
L. In none of the above examples is there a surplus of food.
5. It 1s impossible to have a surplus of food in & village.

!

Questions 21 through 30 are presented differently than the questions you have
already answered. Questions 21 through 30 first describe or present @8 situation
and then ask you to pick out a name Or descriptive phrase which best fits that
situation. ’

Here i$ Samplq Question C. It is like questions 21 through 30.

+

Sample Question C. ‘ W . .

¢ v . ,
Situation: Flive pupils line up in a row. At a given signal they
run as fast as they can around a track back to where
they ‘started. Each pupll tries to finish before the
others do.

 Question: What kind of activity is this situation an exanple of?

1. deeo thinking

2. a music festival

3. a sogial studies class
4, ~ relaxation

5. & race

This situation describes a race, and ftem 5. is the correct answer.
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.Situation:

Question:

Situation:

Question:

Situation:

Question:

Si atlon

Question:

A group of people'live in a village. They get their food
mostly through farming. The laws of the countryrin which

.they live are made by other people. The people in the

village/ have .nothing to say about the laws of their country.

" The-people in the village must pay high taxes to the govern~

ment of the country in which they live.

. What kind of soclety is the villaée described above? -

1. a hunter-gatherer society
2. a tribal society

3. a peasant society

L. a prehistoric society

5

. an industrialized society

People in anclehtw esopotamia kept records of law cases and

legal contracts by making marks in tablets of clay. The
system of marks i$ galled cuneiform.

What is cuneiform an example of?

type of communication

type of economics

type of government

type of resistance to change
type of agriculture

In many societies people who cure dlseascs for a l:vnng have
more prestlge and are ''looked up to'' more than peopie who
farm or make clothes as a way of making a living.

What is this situation an example of?

biologi:al characteristics

a kind of society called a "'tribe'
a kind of society called a ''state'
centralization of authority
ranking of status positions

5

In Mbuti society all men, women, and older children hunt
together.

What is hunting together in Mbuti society an example of?

1. an integrative mechanism

2. a biological characteristic
3. reciprocal resistafice

4. economic differentiation

5. unnatural selection

" 365
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guestion:

26. Situation:

guestion:

27. Situation:

Question:

25. Situation:

in a smal) hunter-gatherer society thg/pecople in the sutiety
control the ways In which things ar roduced. They decide
for themselves how much of ''this' gr ''that" will be made,
how' long they will work at ''this' job or “"that" job, and
so on, They decide what they will" trade wiith whom for what.

What part of the life of a society is described in this
situation? ' ’

the agricultural part

the economic part

the resistance part , .

the technological part !

. the biological part ' )

[

WV &WN -

Some of the tools made by certain prehistoric people are very
refined and show that they have been made by complicated and
time-consuming methods. These particular tools were most
likely made by a "tool-maker', a person who spent most of his
time just making tools ‘and not doing other things like hunting,
making clothes, cooking, gathering firewood, and the like.

what is this an example of?

genetic variation
specialization
peasant society
asymmetry .
cultural diffusion

Vi ESwWwnNn -
. e . . .

In particular countries, the.rate of pay for a factory worker
who runs a drill press machine is determined or set by the
government of the country. The rate of pay for a sales girl
in a department store is also determined or set by the govern-
ment of the society.

What is this an‘example of?

. a surplus

.. theory of mechanization
theory of revolution

a peasant society
centralization of authority

I W -

gt
!
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28. Situation:. A society has the following characteristics: (i) there are

29.,

guestion:

Situation:

Question:

hundreds of different kinds of jobs in the society which
are done by diffarent groups of people; (ii) the society
grows and raises its own food; (iii) there are great
differences in the power and wealth of the members of the
society with a small proportion of the people having most’
of the power and wealth; and (iv) the society produces a

. great many items that the people need and want.

This society is most likely which of the folWowing? '

1. The kind of society anthropologists call a ‘grate'.
2. .The kind of society anthropologists call a 'beasant
society''. " ) . ‘
- 3. The kind of society anthropologists call a “'tribe'’.
4. The kind of society anthropologists call a "hunter-
gatherer'' society. L, :
5. None of the above answers is correct. From the
description there is no way of telling what kind of

spciety this probably is. \

'S e :
ﬁ'pupil is shown a picture. He says the following about the
picture: ‘'This picture shows some people in a park. Soine
of the people are sitting on the grass, some are fishing

in a little pond, some are walking. A few people are carry=

ing umbrellas. There are two dogs and a monkey in the
picture. The people are of all different ages and they are
dressed very differently than the way we dress. Everybody
looks 1ike.they are not moving or moving slowly. Only one
girl looks like she is in the middle of running. Her arms
and legs are in the position one often sees when sgmeone i$
running." ‘ : g

which word below tells best what the pupil was doing in his
statement? : ’
describing _ -
making- an inference (or making inferences)

making ar hypothesis (or making some hypotheses)
drawing a conclusion
making a judgment

T w0 N —
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. 30, Here is a list of things: -
. ools. " money radios government
shoes , )drawings - cars . .superstitions
laws houses watches ~ division-of labor
g agricplture . clothing scissors -  basketballs °. - »

[ -

: guestion: What are all these items examples of or pérts of?

'

"), status positions = S S ‘
. 2. civiljzation ' ' ‘ '
L 3 centralization of authority RS
L ( ' 4, aqulture . ,
' . 6. None of the above is correct., These are all separate
. examples of things societies can have. .
o ) s . . . .
. ,
L 4 , N
: A -
(
~
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This material is .he property of
the Anthropology Curriculum Study
Project. Usage Is restricted to
exper imental pu‘poses only. Not
to be reproducec in any form,

. identification No. Teacher:
school: ___ , Period:,
oy Age;' Years Months Check cne: Male Female __

CONTRAST ING-INFERENCING TEST (POST FORM)
¢ (eorv)

' . This test has been designed.to help study the ways In which high schoo!
-~ students learn certain kinds of knowledge In soclial studies. Do your best work
, and your best thinking and arswer as meny questions as you can. Your serlous
" participation will be extremely heipful. The results will not affect your grade
: in this course in any way. =

Most of the questions ask you to do some writing In your own words. For
many of these questions there are several possible answers. Sometimes pupils do
not answer.questions because they think they cannot write well. The people who
- made this test realiy do want you to write In your own words and to answer as
many -questions as you can even when you are not sure of the best way to write what
‘Ou want to say. \%Q

N There are two parts to this test. Each part will ask you to read or look at
some informaticn and then to answer some questlons.,

PART | I

Directions o j

Part | of this test Is about two different societies. One is called
Soclety # and the other Society B. You will firs® lgok at pictures of things
people made in these twc societies. These pictures 4re on pages 2 and 3. After
you look at the pictures you will be asked to compare some thing: about the two
socletles.

Now look at the pictures on pages 2 and 3.




ITEM A | 2

THINGS MADc 1t SOCIETY A

R NI o

R ) e
» mw'.f‘-‘ .

Ground stone

Reed matting




ITEM B

THINGS MADE (N soc&arvfs.

S ¢ wnremesmme 4 ese ety

. Chipped stone

Bone and antier

\
| drawings




Questions

Answer questions | to 9. You may look at the pictures on pages 2 and 3

while you are answering .hese questions. Use as much or as little of the space
given for answers as you wi-h,

1

2.

Do you think there is a difference in the ways the people in Society A and
Soclety B obtalned their food?

Check one: yes no

I f you checked ''yes'" in question 1, answer question 2. /?T you checked ''no"
in question 1, do not anwwer question 2. -

Write one or two sen;ences to summarize the differences between the ways the,
people in Society A and the people in Society B obtained their food. /

L
r

What evidence from the pictures on pages 2 and 3 did you use in deciding on
yeur answer for question 17 (1f you did not use any evidence from the
pictures, do not answer this question,)

¥

Do you' think there is a difference in the kind of shelter the people in
Society A lived in and the kind of shelter fthe people In Society B lived in?

Check one: | yes no

if you checked 'yes'' in question L, answer question 5. |f you checked ''no"
in question 4, do not answer question 5. !

Write one or two sentences to summarize the difference In the kind of
shelters used by Soclety A and Society B.




6. Name a social posltlon((or status position) which you would probably find In
Society A and probably not find In Society B. (Three status positions in
our soclety are "father," "son,'" and ''teacher.")

7: what ‘is your reason for answering question 6 the way you did?

L) (/

8. Name arother soclal position: (or status,positlon) which you would probably'
find in Society A and probably not find in Society B. (Three status
positions In our society are "father," "son," and ''teacher.')

9, What Is your reason for answering question 8 the way you did?

PART |1

Directions

PART || of this test is about two ''crimes.' The two crimes were committed in

different societies. After you read ahbout the twn crimes and what was done about

them you will be asked to contrast (or tel) differences between) the two societies
in which .the crimes occurred.

The Crime in Society C

The people in Society C were great buffalo hunters. After bdffalo
were sighted, the men of the society would ride out on their
horses in a stralght 1ine. No man could charge the herd until

the slgnal was given. When the signal was given, the two ends of
the line would race out to close a circle around the buffalo herd
so that It could not break away. Then the hunters would shoot

the buffalo with thelr rifles. After the herd was killed, the
women would come on foot and skin the anlimals and prepare them for
cookling. |
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On one of,the hunts the tribe was -moving together up

the Rosebud River toward the Big Horn Mountain count'ty in
search of the buffalo. The Shield Soldiers,.who were in charge
on that occaslon, sent the scouts out looking for herds. When
the scouts came back to report that they had seen buffalo just
ahead, the Shield Soldlers gave the order that no one should
leave the camp or attack the buffalo.

A1l the hunters went out in a llne with the Shield Soldiers .In
front to hold them back. Just as they were coming up over a
long ridge down wind from where the scouts had reported the
herd, they saw two Cheyenne men down in the valley rldlng In
among the herd.

As soon as the Shield Soldiers saw the two men rldlng In among
the buffalo, 4 Shield Soldier chief gave a signal to his men.
They paid no attentlon to the buffalo, but charged in a ‘long
line on the two violators of the rules. The Shield Soldler chief
shouted out for everyone to whip them: 'Those who fail or
hesitate shall ‘get a good beatlng themselves.?

The first men to reach the spot shot and kllled the horses
from under the hunters. As each soldler reached the rule-
breakers he lashed them with his riding whip. Then some:
selzed the guns of the two and smashed them.

The father of these two young men rode up. He looked at
his sons before talking. ''Now you hdave done wrong. You
falled to obey the law of the tribe. You went out alone and

. did not give the other people a chance. This is what has

The Crime

happened ta you."

Then the Shield Soldier chiefs .took up the talk.. "Now you
know we mean what we say.'' The young men did not say anything.

After that the chiefs relented. They called thelr men to
gather ‘around. ''Look how these two boys are here in our midst.
Now they have no harses and no weapons. What do you men want
to do about it?" .

One of the soldiers spoke up, ''‘Well, | have some extra horses.

| will give one of them to them." Then another soldier did

the sane thing. Bear Standing On A Ridge was the third to
speak out. ''Well,' he announced, ''we broke those guns they had.
| have two guns. | will give them one. All the others 'sald,

"I pewa, good,"

in Soclety D

This crime was committed in Soclety D. At &all the rallroad
stations in Socliety D there are large booths where coffee,
tea, and other light refreshments are sold. . The coffee and
tea are sold bty the cup but both are made in large quantities
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in metal containers. Each booth has over two dozen workers
who work in shifts so that the booths can be open 24 hours a
day. Workers have definite jobs to do. Most of them are
walters and waitresses who take orders, make and serve the
coffee and tea, and serve the other small Items that can be
ordered by travelers, wash and dry the cups and equlipment,
and keep everything cleéan. For each booth there are three
“"managers,'" (one for each of the three 8-hour shifts) who
-supervise the other workers and see that everything is going
well. Finally, there is a "head manager'' at each booth

who supervises the ''managers,' orders supplies, and takes
care of the records of the booth. 'Head managers' must
report to a "district chief.'" Each "district chlief' is

In charge of supervising the '‘head managers' of booths at.
about ten railroad stations. 'District chlefs“ are officials
in the government of Society D. : ,

The government of Society D has figured out exactly how much
raw cof fee and\tea are to be used in brewing these beverages
in the metal containers at the railroad station booths.

Thirty-one people were put on trial for committing a crime.
Thirty of them were workers at one railroad station booth
(26 waiters and waitresses, 3 ''managers,'" and the 'head
manager''). The other person, whose name is Kusin, was the
"district chief' in charge of the booth (along with nine
other booths).

The people were charged with the crime of ''stealing state

property.' Their crime.consisted of the following:

instead of using the correct amount of raw coffee and tea

in making the large contalners of hot coffee and tea, the

waiters and waitresses used less raw coffee und tea. They,

therefore, had ''extra' raw coffee and tea with which they

made extra containers of hot beverages. When <hey sold

these "extras,' they did not put the money Into the cash box,
C but put in into their own “pockets. Some of this 'extra

money'' they kept and some they paid to the '‘managers'' who

in turn gave some of the money to the ''ead manager,'" who in

turn gave some of the money to Kusin. & parently this

"stealing'' had been going on for some time -- perhaps as

Tong as a year. .
) ’ ‘

The trial lasted over five weeks. Over 39 witnesses testified.
. Three lawyers defended the accused persons. The State
Prosecutor tried to convince the judye that all the people
were guilty and that the maximum penalty of 15 years in prison
should be given. In the end, the judge declared them all
guilty and seq}enced them to an average of four years in a
labor colony. ~All the private possessnons of the 31 people
were taken aweay.

"
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guest!ons

Answer guestions 10 to Z0. You may re-read any part of the two ''crime" storles
while you are answering these questions. Yse as much or as little of the space
given for answers as you wish, A

]0. ':

'
i
'
t

1.

12.

i3.

\

Write one or two sentences contrasting (telling the difference between) the
number ,of people in Society C with the numbey of people In Soclety D.

AN

+

Tell three different ways in which the government of Soclety C and the
governmant of Socicety D are diffarent from each other.

N

All societles have things which pull the people in the soclety together
and glve them a feeling that they belong to the same group. Tell two things

from Soclety C that help to pull the people together and help give them a

feeling that they belong to the same group.

|

a. - | 4 !

-]

Tell two things from Sot}ety D that hélp to pul: the peo le together and
help give them a feeling that they belong to the same group.

S

bn , ’ - . )

2




lh.

15.

]6.

17.

Tell one way in which the social positions in Society C and the soc¢lal
positions in Society are different from each other. (Three examples of
social positions in our society are 'father," “daughter,“ and '"teacher.)

Do not answer thls question by listing the soclal positlons In Socleties C
and D or by referring only to indlvidual social positions.

Tell what evidence In the two stories you used in figuring out your answer

to question 14,

If you did not use any evidence from the stories in

figuring out your answer to question 14, do not answer this question,

4

Tell another way the social positions In Society C and the social positions
in Society D are different from each other. (Three examples of social
positions in our society are ''father,' 'daughter," and ‘"teacher.'')

Do not answer this question by llsting the s&clal positians in Socletles c
and D or by referring only to individual socikl positions. -

i \

\|

Write one or two sentences to summarize the differences between the technology

the equipment,

- of Society C and the technology of Soclety D. ''Technology' refers to .al

methods, and ideas the soclety uses to produce things.

)
|




18. Tell what evidence in the two stories you used In flguring out your answer
to question 17. If ‘'you-did not use any evidence from the stories in
- flguring out your answer to question 17, do not answer this question.

o

-

r

19. Tell ‘three ways in which the punishment for'thé two people In Soclety C and
"the punishment for Kusin are different. - 2
. FY . o J )
AR
c. ¢

[ 4

: 0 . . .
. 20. How does the slze of Soclety C and the slze of Soclety D affect the character
of law and punishment In the two societies?
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' Identification No. ' ~ Teacher: . . ‘ oy

School: . Period:

‘Age: Years . Months | Cheqk one: Male Female

(POST-TEST)-wuly

IS L'l
IDENTIFYING STATUS POSITIONS =
o (5T ‘

* v

' | This test has been designed to heip find out the ways in which high school
+ students learn knowledge in Social Studies. The results will not affect your
grade in this course in any way. - ) :
During” the test you will be given parts of two'étorieg to read and will be
asked questions about the stories. “Answer as many questions.as you can, even if

you are not sure your answers are correct.
. )

In some cases very long Ebaces are provided for answers. Use as little or
as much of the spaces as you wish. _
! . ~ . M . 4 ’ -
, If you took a test like this several months ago you will notice that the one
_you are taking now does not repeat the same guestions as many times and that. the
number of questions has been reduced.

-
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. YOUR TASK

. You will now read a portion of the story "The Impétient Hunters'. 'When YOU
are finished you will be asked.to NAME SOME GROUPS OF PEOPLE IN TSE SOCIETY THAT
ARE EXPECTED BY OTHERS IN.THE SOCLETY TO ACT OR BEHAVE IN CERTAIN WAYS.

THE_STORY - PART A

:“‘*‘r

- _ The Impatient Hunters

N - ° Part A - The Hunt Begins.

iX]

.- Ohe hundred years ago ‘the Cheyenne wgre great buffalo hunters, After
buffalo were sighted, the men-of the tribe would ride out on their horses in
~a stralght line. ‘No man could charge the herd until the signal was given.
When the signal was given, the two ends of the line would rdce out to close
“ 3 circle around .the-buffalo herd so that it could not break away. Then the
hunters would shoot the Suffalo with their rifles. After the herd was killed,

thEonmpn would come on foot and skin the animals and prepare them for cooking.

- . An old Cheyenne by the name of Stump Horn told this story about one of ’
e the hunts he went on. The tribe was moving toge *her up the Rosebud River to-
ward the Big Horn Mountain country in search of cuffalo. The Shield Soldiers,
who were in charge on that dccasion, sent the scouts out looking for herds.
whén the scouts came back to report.that they had seen buffalo just ahead,
the'Shield Soldigrs gave the order that no one should leave the camp or attack

the buffalo.

-~

(™

. N ' '
y A1l the hunters went out in a line with the Shield Soldiers in front "to
" hold them back. Just as they'were coming up over 23 long ridge down wind from
where the scouts had reported the \herd, they saw two Cheyenne men down in the

* ~ valley riding in among the herd. / | ‘
) : A / ’
QQESTIONS . s C AN
' You may look back at Part A of the storyggg;ﬁtime you wish.
‘ * ‘ ) \ Y
‘ .. 3
A. Name a group of people in the tribe in-this srory who are expected by

i

others in the tribe to act or behave in certain ways.

. ‘) ’ ] . . * i

y L]

B. Carefully explain how you know that the group of people you just' named
. are expected by others in the tribe to act or behave In certain ways. )
- A ;x—'

-
" A
A
2




n, \ ' ' A
2, ° » N
A, : %ame another group of -people in the tryb& in this story who are expected
by others in the tribe to act or behave in certain waws. .
B. Carefully explain how you know that the group of'people you just. named
are expected by others i'n the tribe to,act or pehave in certain ways.
) ol _ . o
J‘ 1\ f‘:a b . o “
[ 4 1- . T ———‘*_'-
“-_ ) - '
]
~ - ' :
Y- 4 X ~. X ) N
— 3 N\ . .
3. Anthropojogists have a,"_finition for ;he tefm “status_position”. Here
N Q&\the definition: .3 status ggpitibn/lg.made ggmgﬁ any groqg»gi,peqple
» who are expeq;ed by others in their society to act or behave ig_certain
ways. > ) ‘ .
| . . N
) .
From Part A of the Ttory, make @ list of the status positions in the
society in which the story takes place. (Use as many or,as few lines -
as you wish.) . / . A
- ’
~ -
. » < J
YOUR TASK ‘ : .

Read Part B of the story. Then answer the guestions appearing after Part B. ~

»

THE STORY - PART B

 buffalo, but charged in a long line on the ¢wo violators of the rules. The Shield

Part B = Crime and Punishment

——— -

As soon as the Shield Soldiers Saw the two men riding in among the buffalo,
a Shield Soldier chief gave a signal to his men. They paid no attention to the

Soldier chief shouted out for everyone to whip them: "Those who fail or hesitate
shall get a good beating themselves."

The first men to reach the spot shot and killed the horses from under the
hunters. As each soldier reached the ryle-breakers he slashed them with his
riding whip. Then some seized the guns of the twd and smashed them.




D
!

- -
fl

~ The father of these two young mef rode up. He loaked at his sons before

talking. 'Now you have done wrong. You failed to obey the law of .he tribe.

You went out alone and you did not give the other people a chance. This is
.what has happened to you."! . '

)

. Then the Shield Soldier chiefs took up the talk. "Now you know what we
do when anyone disobeys our order," they declared. '"Now you know we mean -what
we say.' The young men did not ‘say anything.
After that the chiefs relented. Théy called their men to gather around. ot
ook how these two boys are here in our midst. Now they have no horses and no:
weapons. What do you men want to do about it?" ' '

/ o . . . - s
’ : One of the soldiers spoke up, 'Well, | have some extra horses. | will
give one of them to them!' Then another soldier did the same thing.
| ' P
Bear Standing On A Ridge was the third to sbeak out, ”Well,",he announced,
we broke those guns they had. | have two* guns, | will give them one." 2
Vlil the others shaid, ''lpewa, good." ' -
QUEST IONS )
4. Anthropologists have a definition for the term ''status pésition“. Here
\ is the definition: a status position is made up of any group .of people
“who are expected by others in thelr society to act or behave in certain
ways. . , ' e -
The two ﬁen violated the behavior expected of a particular status position.
in Cheyenne society.  Name the status positipn in Cheyenne society that
they violated.
» . [oRY \ !
\ : o o]
5. Carefully explain how you know that the two men violated the status ‘ ‘ fj;,
. ., position you named in'qqestion 4 . - .
/ .
- 1 ,
6. ’ _ What did the two men do that others in their sqciety considered wrong or

bad?

L]
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1

* ". y . ) .
7. _ Tell two things from the story that show you that others in the society "
felt the two men did something wrong or bad. '
\' g - .

A - i : - 1;x .
. - - . - « N . i
~ r

B. . iv e .
8, Make a list of any grouﬁs in the tribe in the stofy that perform actions
or behaviors that no other»gr in the society performs. Hame each grdup ,
and tell the actions'or be ors it performs not performed by any other
. group in the society.® - B . .
" Name of * - L Actions or '‘Behaviors Not ) “
_Groups . T Performed-by Others )
a. a.
- \ —— —
b. b.
" ) |
Ce C.
d. _ d. 8
e. ’ N e _ C - .
YCUR TASK \

You will now read a few paragraph§ about a gfoup of people who call themselves B
the Kurela. When you are finished you will be asked to NAME SOME GRCUPS OF PEOPLE ‘
IN THE SOCIETY THAT ARE EXPECTED BY OTHERS IN THE SOCIETY TO ACT OR BEHAVE IN CERTAIN

WAYS,, .

L]

THE STORY
e p——————

»

The Kureia

in a'huge empty field the Kurela men assembled in their war parties. At
the edge of the field a young Kurela warrior groaned in pain as an arrow with
a long, toothed tip was taken out of his forearm by an old man. Another Kurcla
warrior passing the wounded boy seized the bloody arrow as it was twisted free
and ran with it toward the front'where the fighting was taking place. The boy
stood up, staring at the blood running away between his fingers. He was proud,
and the pride showed. '
Among-thé Kurela, a man without bravery is “kepu'' ~- a worthless man, a
‘man-who~has-not-killed." The kepu men go tc the war field with the rest, but
they remain well to the rear away from the fighting. Some now!l insults and shake

s - 35 -




. -
Al
|
!
¥

*

) ¢
v

weapons from afar, but‘most are quieta content to add to the number of men and
weapons the cnemy sees. The kepu m are never jeered or driven into battle ;==
no.one must fight who does not choogn to == but their position in the tribe may
be determined by how they have acted in battle. Unless they have strong friends
or famuly, any wives or. pigs they may obtain, will be taken from them by other
men, in the confidence that they will not resist. Few kepu men have more than
a single wife, and m!ny of them have none. . ’ '

3 < [ &
8 A (kain with long hai¥ in twisted cordy strné@s stalked forward fol lowed by
another whose showmlders were daubed wi th yellow clay. MU-mue came, in his huge
mikak and tall paradise headdress, black grease gleaming in the.hollows of his

)

_collarbones. The miraculous pig grea;e, ‘blackened by thé ash of gradses, is .

applied by ail warriors whenever it is available. It is made.holy by ceremony

by most n in their hair and on thelr foreheads, and sometimes in a broad band
across the cheekbones and the nose, but U-mue smears it all over his head and
shoulders producnng a black devilish sheen. He moved.separately from the rest,

* and s b;&ieved to aid morale and health as well as good appearance. It is worn

" for he claims to fight alone, with a taste for the treacherous warfare of the

underbrush. In truth, he is rarely seen.in action,“and his claim to five kills
s treated with more courtesy than respect. Among the warriors the number of
kills are well known and' are a main measure of the importance and prestige of

a kain, y . -

QUESTIONS | | - Lo , P
, e .
s “kepu'' (or "'képu meR'') the -name of & status position in Kurela society?

9.

10.

(R

.Check ‘one: ' yes i no : can't tell

L
!

S ————— ——————
- . g .

If you checked ''yes' answer question 10.

| f you checked ''no'' answer question 11+ ' -

Bl

if you checked "can't tell" answer question 12.

) .
(Answer only if you checked 'yes' in question 9.)

What evidence is there in the passage about the Kure'a that tells you that
*'kepu“ (or ""kepu men'') is & status posntnon in Kurela socrety?

e -
Kt

(Answer only if you checked ''no', in question 9.)

How.can you tell from‘the passage about tRe Kurela that ''kepu' (or '"keou men'")
s not a status position in Kurela society?

Y6 "
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- . -
. . .

.

12. (Answer only if you, checked ”can t tell" in question 9.)

What .is missing from the passage about the Kurela that makes_it impossible
for you to tell whether or not. ”kfz?n (or ""kepu men'') is a status posi tion

in Kurela socigty? / : )

3 3

. - \
.13, ‘Name a status position in Kurela society. (Do not use '‘kepu'’ or kepu men''.)

o
n = 0
..

14, Careful Ty explain how you know that what you named in question 13
status position in Kurela society. , .

[ . .
. . \
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Description of tasks ineluded in the Status Identification Test (SIT)

together with perfprmance criteris for "pass"’ Judgment of performance for -

« each item are given in this appendix. The letter designations (Tl, A, B,

etc.) refsr to items in Figure 14.6 ot Cthter 1k in Part. IIT of this report.

t

Description of task

Given a brief written narrqtive
passage about people in an un-
familiar society, such passage
containing evidence of overt
negative sanctioning behawior,
pupil can demonstrate that the

- group tovard which such sanctions -

would alvays apbly is s status ~
position by stating en appro-
priate rule of conduct for the
group in question.

Given a narrative passage con-

- taining evidence of overt nega- °
tive sanctions, pupil can name
 the inclusive group all of whose
members would be similarly sance

tioned }f performing the behavior

_.presented in the passage.’

B Given a narrative passage con-
taining evidence df overt nega-
tive sanctions, pupil ‘can des-
cribe the sanctioned behavior.

f : ’
c Given a narrative passage con-
“taining evidence of multiple
overt negative sanctions, pupil
can identify the sangtioning
behavior.

R

G Given the term "status position"

and & .verbal definition the
pupil has already used, the
puqil can link the term to the
internal concept represented by
the verbal definition,

H-1
3y
%

-

Performance criteria

(Test -item 5) .
Pupil must indicate that hunters '

(or men) must follov the orders of

the Shield Soldiers or must hunt
together (or similar) in terms indice~
tive of the "expected" aspect of the
behavior, e.g., "Hunters are expected
to...", "Hunters must not...", etec.

(Test item 4)

Pupil must ansver "hunter" or "men"
or "ddult males", or terms hawins
any of these meanings,

N 9

(Test item 6)

Pupil must correctly describe vwhat
the two young men in the story have
done which others consider wrong.

(Test item T)

Pupil must describe two different
instances of sanctioning behavior
from the narrative,

'

(Test item 3)
Pupil will repeat the answers he
geve in test items 1A and 2A (the
correctness of answers to 1A and 2A
i. inconsequential here).




Descrigtién_gf task

Given a written narrative pas--
sage about people in an un-
familiar society, such passage
not containing evidence of overt
sanctioning behavior, pupil can’

name & status position and demqn-

strate that he has used evidence
of expected behavior to 1dent:lty
the position.

Given a narrative passage mf
containing evidence of overt

sanctioning behavior, pupil can

name inclusive: groups of people
in that society expected by

- others to act in unigue ways
and can demonstrate that he is
applying the criteria of
"expected behaviort.  (Note:

cl and C differ in that Cl

requires pupila to identifty
"status positiona", while C,

-requires pupils to identify
"groups expected by others to
act in partiéulqr vays.")

Given the name of a group of
people in an unfamiliar society,
and a narrative passages in which

others in the society do.not ex-

press overt sanctions toward the

named group, pupil can substan-

tiate that the-group 'in question
constitutes a status position

by application of the criterion
of "expected behavior'.

Given a narrative passage, pupil
can name groups performing dis-
tinctive patterns of behavior
and describe the patterns.

H-2 .

Performance criteria

(Test items 13 and 14)

Pupil must name a group in Kurela
society apd substantiate the choice

‘by describing an expected behavior

for ‘the group named in terms vhich
clearly indicate the "expected"

" nature nf the action(a).

(Test items 1 and 2)

Pupil'must name two different groups
and suhstantiate these choices by -
desc¥bing, for each, expected be~-
haviors in terms which clearly indi-
cate their "expected" natnre. .8
"they were expected to...", "the men
were supposed to.,.", "the aeouts vere
tpld to go by the chief...".

~

(Test items 9-12)

Phpil must descyribe some unique
behavior engaged in by "kepu" men
and clearly indicate the "expected"
nature of this behavior.

(Test item 8)

Pupil mus+%’ name at least two groups
and describe unique behavior for each;
naming the same group more than orice
using different labels o1 descriding
any behavior which others outside the

group also perform disqualifies any
paswer.




H=3

& R
Description of task : ’ Performance criteria ,
H  Pupils are given a ndarrative (Test item 3)

passage not containing evidence One noint of correct credit is
of overt sanctions and a verbal given for each unique group named;
definition of "status position"; points are cumulated to yield s
they are asked to name status « total, .0
- positions for the society in :
" : - which the narrative occurs. : ' | *

%
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DABLE 1 - CORRELATIONS OF COGNITIVE TESTS CHANGE SCORES Ty
* WITH NON-COGNITIVE VARIABLES | N
" ) . , * . ' ’ ‘ o

Scales oh CPI* - i35 PgoJect‘Males \

]

Concept-Recognition Test

55;%%5332%331 ' 'Conyrdét/Inrer
Inventory Scales Format, h i E{vmat 2 Total «Test (Part I) .
DO o2 .15 125 .09k
CE ..028 .055 075 " 006 g
: SY .054 .o§5 .091 .12k \/

SP = .059 - 12 .110 235 |
SA T,.oh& .035 .018’ .058 |

WB .2k .0L3 .219 210, ';
RE ./ 130 .137 .181 .069 T
S0 .072 .146 .139 311

s¢ ° 105 005 .083 231

TO q .128 026 .118 .221

"""""""" cro - A —.063 TS o7k, o

cM 176 L118 o .208 .082

AC .166 010 bl .120\

AL .106 .052 .115 .09k

IE .161‘ 119 .196 120

PY _ 006 - .079 048 034

FX .007 .03k .02k .051

FE - .018 .003 .013 122
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/ .~ © 'y TABIE 2 - CORRELATIONS OF COGNITIVE TESTS CHANGE SCORES

e WITH NON-COGNITIVE VARIABLES 4~
S ! : '

- —8cales on Gordon Personal and Fnterperscnal Values, Inventorius,
Reading Achlevement, and SES Index =~ 135 Project Males !

-

’ , . Contrast/Infer
Variables Concept Recognition Test .

Format 1 “ Pormat 2  Total Test (Part I)
Gorden GP 1 066 - 018 . .Ok5 S .219
Personil G2 061 a2k .15 "7 .022
Values 3 .02 . =-.18 - .082 . - .008
/  Scales "ok = .069" -.175' .034 .128-
) . GP5 -.065 -.062 - .086 - = 220
) ' b6  -.023 .08  .025 - .
Gordon GI1 . . .088 o 080 -~ .08
Interpersonal GI 2 o -..068' . .02§ - JOTh ‘- .093
" Values GI3 .05 081 088 1,037
Scales 61 4 005 - louh - .021 " .050 |
h ¢ " GI5 =~ .02k - .128 - 093 _ .92 )
S GI6 -.01 .13 .01 ~oer -
- iﬁﬁ?ﬁﬁﬁiem : .063 .110 .115 - .131 J
) . . SES INDEX - 027 k2 .056 324
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TABLE 3 - CORRELAT NG OF COGNITIVE TESTS CHANGE SCORES o S
WITH NO -»COGNITIVE VARIABLES | o SRR
'Scales on CPI* - 135 Projéfct Females o IS
. ~ . ) ‘ ‘ ) , ) ' '/' . B ) | . L D _'
P #Californiea % : . - Lo S
~ Psychological Concept Recognition Test Cont?rut/Infer . ’
W—Mﬁ : Format 2 Total Test (Part I)
sy 20 .62 C. 33— -.199 .= la3h L,
,’; s -.079  -.02T  -.005 - .091é Ty
. Y - .089 - 08k - W15 017 ‘(' .
. SP, - .09k - 055"  -.03%9 " - .oqs I
gBA S ¢ - .2k J- 06 .. .- .209 N\ .osh ; "
/ ' . C N ' ) . Iy
‘ WB 015 7 =.,145 - 0T 000 - E e
‘ RE - 0055 haad 0089 - 0092 .-’ 0129
So * . 10078 b 0166 - 0036 )‘256
sC | .205 - .1k6 072 .106
To . . - -051 A 0075 : 0081 .‘- .0167 K v
. GI - .97 . -7.093 .095 - .139 .
. ! . H
CM - 0099 - llll - 0138 . 028h ’ ,// c ‘ 5
AC .082 - ks - 021 .05b |
AT . = %026 - .062 - 055 - .260
IE . - - .03 ~ .016 - .052 - 132 »
. | |
PY 069 - .039 .029 - 170 . ;
¢ i
Fx ) - .0)43 .0)}7 - .005 - 0185 \ .
» F‘E ""0025 0078 0026 oOlB
395 -
) . /




~

TABLE 4 - CORRELATIONS OF COGNITIVE TESTS CHANGE SCORES
WITH NON-COGNITIVE VARIABLES

« .

Scales on Gordon, Personal and Interpersonal Values, Inventories.
Reading Ach;ewement, and SES Index <~ 135 Project Females

-

% , . o L Concept Recognition Test Contrast/Infer
. Variables Format 1 Format 2 Totel . fTest (Part I) = |
= Gordon 1l 139 - .068 .45 056
~ Personal GP 2 - .183 -.183 . - .24 - .158
Values GP 3 - .010 .21 . 076 176
Scales GP 4 - 075  -.083 = .1k0 - 140
@5 113 = 017 125 Q25
6P 6 ~ 001 - .27  -.091 - .09 '/
Gordon 6I 1 .010 .165 229 129 |
. : ' R
Interpersonal GI 2 . .238 - .005 .189 .189
Values . GI 3 - .203 - .021 .2NT .247
GI 5 .023 - .089 - .008 .008
. { .
GI 6 - .205 ~ 157" = .26l - .26k
Readin .
Achiev%ment ' - 143 .080 - ,068 - .207
SES INDEX - .CT0 - .012 - .061 - .2ké
Sk




